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OVERVIEW AND CONTEXT

There have been many research projects and reports on access and equity in
relation to vocational education and training in Australia. While many are
important and interesting no one can access or read them all.

This Stocktake Report, published by the Australian National Training Authority,
1s in response to a perceived need for:

o an annotated bibliography of recent reports, and

o an informed ‘snapshot’, based upon a close reading of recent literature, of
what it is that prevents individuals and groups being fully included in VET,
and from benefiting optimally in terms of experience and outcomes.

The Report can be used by:

o equity managers and practitioners across Australia

o teachers, trainers, clients, advocates and activists in the equity area generally
and those with particular interests in VET

o researchers and policy makers in the equity and VET areas.

It is hoped that the report will aid in the development of policy and practice to
increase equitable training outcomes for all Australians. The Report is divided
into two related but quite distinct parts.

Part A: Report of Equity Literature: Barriers, Strategies and Policies.

Part A has been prepared for ANTA by Barry Golding, Veronica Volkoff and
Fran Ferrier of the Centre for the Study of Higher Education, University of
Melbourne.

The Part A Report aims to:

o for key equity target groups, discuss the definitions that appear in the
literature and are applied in practice. This includes a brief discussion of the
problems of identifying and classifying disadvantage and dealing with it

o note the barriers to access, participation and outcomes identified in the
literature for each target group and across groups

o from the literature, note the strategies that have been employed to reduce
these barriers by groups and across groups

o draw out some recommendations for future policies and strategies.




Part A is designed as a ‘solutions oriented’ overview of most VET-related equity
research and reports since 1990. It can be used as an introduction to precede the
extensive summaries in Part B. It also serves as a brief stand alone assessment of
the barriers to access, participation and outcomes experienced by five target
groups and VET participants overall, as well as detailing some policies and
strategies to overcome those barriers. In addition, it can be used as a concise
summary of the access and equity situation for each of the five target groups.

Part B: Stocktake of Reports 1990 - 1995, Selected Summaries

Part B has been prepared for ANTA by Joyce Marshall and Sue McGrath. The
Part B Report comprises a stocktake of literature and reports on equity published
between 1990 and 1995. The stocktake takes the form of report summaries,
including, where applicable, details of recommendations contained in the reports.

The Part B report contains categories representing individual client groups,
namely: women, Aboriginal and Torres Strait Islander peoples, people with
disabilities, people from non-English speaking backgrounds and people from
rural and remote areas. A general equity category includes reports which cover
equity issues more broadly. Reports on women in a particular disadvantaged
group, such as non-English speaking background, appear in the collection of the
broader group rather than in the section on women.

During the preliminary stocktake process, each category was divided into primary
publications and secondary publications. The selected summaries were generally
drawn from primary publications. There was difficulty in obtaining many of the
publications which is of concern to those seeking access to original sources.



PART A:

Report of Equity Literature: Barriers Strategles
and Policies




THE METHOD

This Part A report is derived from a critical analysis of material in previous
stocktakes, selected summaries and subsequent VET reports, research and data. It
aims to assemble and synthesise information sufficient to provide a concise focus
for future program, policy and research advice on access and equity in VET in
Australia.

Preparation of the report was undertaken for ANTA during April 1997 by Barry

- Golding and Veronica Volkoff from the Centre for the Study of Higher Education,
University of Melbourne, assisted by Fran Ferrier from the Centre for the
Economics of Education and Training at Monash University. It is necessarily
limited in its completeness by the short time frame in which it was undertaken.

All reports specifically referred to in the Part A report are cited and referred at the
end of Part A.

The part two stocktakes and summaries of VET access and equity literature to
1995. The subsequent literature as well as that available outside of VET are
extensive. Some clearly have the capacity to inform analyses and have thus been
included in the preparation of this report. Also, some parallel barriers, strategies
and options developed outside of VET have been incorporated into the discussion
on VET policy.

The literature examined has been developed over a seven year period of
considerable change in policy, clients, sectors, education and training agendas and
labour market contexts. The barriers prevalent in 1991 may be more or less
limiting in 1997. It is not possible to assume that all strategies which worked well
for particular client groups, locations, providers or situations will be effective in
the future. Conversely a failure in one context does not justify discarding a
strategy altogether when it may work in a different circumstance.

ANTA has anticipated that new disadvantaged groups may emerge. A flexible
VET system needs an approach to equity which anticipates and can respond to
such future changes.




ANTA ACCESS AND EQUITY PRINCIPLES

Access and Equity Principles

ANTA (19964, 5) adopted five principles to underpin the policy framework and
strategies to achieve access and equity.

1. Individuals, along with industry and enterprises, are clients of
vocational education and training.

2. The training environment for individuals can be improved within the
existing features of the national VET framework (ie competency
standards, curriculum, assessment, delivery and staff development).

3. The link between training and employment outcomes for individuals
can be improved by industry and enterprises.

4. Training outcomes for individuals can be improved by shifting the
balance at the national level from specific access and equity programs
offered by training providers to supporting individuals from under-
represented groups in training and employment.

5. Planning and funding to improve access and equity in VET should be
on the basis of real and credible outcomes which are measurable and
on which progress is reported regularly.

Some comments on these principles are relevant when attempting to interpret
previous equity related research and reports. The numbering below corresponds
to the principles above.

1. Most previous VET research uses the concept of the individual as the client
rather than the industry or enterprise. Communities can also be considered to
be clients.

2. The VET framework to 1995 in which most of the literature was generated has
changed and is changing. In particular, there is

o a weakening of the nexus between competency standards, curriculum and
assessment

o an increasing emphasis on the development of a competitive market for the
provision of VET

o achanging view of equity that flows from the adoption of a
'mainstreaming’ approach within a 'user choice' framework.
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3. Training and employment outcomes for individuals are not the only outcomes
desired by clients. Not all outcomes can be detected by simple, quantitative,
short term indicators used in isolation. Further, as Long, McKenzie and
Sturman (1996, 41) observed, ‘If labour market outcomes of educational
achievement are the object of interest, there must inevitably be a delay between
the education and the outcome’.

4. Much of the literature examined evaluates and investigates targeted, ‘equity
program’ approaches. The outcomes of mainstreaming approaches have
generally not been addressed.




THE GROUPS

The groups included in the summaries

Women

Aboriginal and Torres Strait Islander people
People with a disability

Residents of rural and remote communities
People from non-English speaking backgrounds

o 0 0 0 o

It is important in an analysis of this nature to be clear at the outset about the
definitions of the five groups.

Definitions are important in measuring access, participation and outcomes critical
in comparing research, reports and data and essential in approaches to access and
equity which involve evaluation of policy targets, benchmarking or quality
assurance indicators.

Women and Aboriginal and Torres Strait Islander clients are self-designated.
That is, individuals simply declare their membership of these groups.

- Most other target group definitions involve restrictions and variables in addition
to self-disclosure and are therefore more problematic to measure, report and
compare. Discussion of the other target group definitions (Disability, Rural and
Remote and Non-English Speaking Background) are provided at the start of each
section.

Other groups?

The five specific groups considered in this report are the ANTA designated equity
target groups. These groups combined apply to approximately two thirds of all
VET clients.

However, the groups identified here should not be seen as exhaustive. There is a
need to monitor the performance of these five groups as well as other, emerging
groups in the light of new information. As noted by NBEET (1994a, xi)
‘disadvantage can amount to discrimination through neglect’.

Other groups not included in this report (such as people who are long term
unemployed or in corrections facilities) can be identified as experiencing
disadvantages in relation to access, participation and outcomes in VET.
Individuals presumably experience compounding disadvantage if they are
members of more than one of the groups considered, or are members of groups
outside of the analysis.

12



Overlapping groups: an explanation

Analysis of overlapping membership of the different target groups is largely
absent in the VET literature. However, overlapping membership is emerging as
~ an important issue in the higher education access and equity literature (NBEET
1994a, 63).

Categorisation and comparisons of a single equity target group in VET with the
balance of the VET population is relatively simple. Making extrapolations to
those not in VET or to sub-sectors of VET for which data is lacking is much more
difficult.

Analyses of disadvantage can sometimes be ambiguous. Some groups have what
appears to be good access but experience poor outcomes. The reverse is true for
other groups. Elkins (1994) suggested that there may be as much variability
between learners within a similar ‘category’ of difference as there is between
groups.

One of the reasons for this is that individuals in each target group often belong to
one or more of the other target groups; that is, they have overlapping membership.
A significant proportion of those encountering barriers to participation in VET are
members of other groups not considered in this report (eg long term unemployed,
people with limited previous education and training). Disadvantage will be
compounded where people belong to more than one target group.

Further, access and equity problems demonstrated in the literature scanned for
particular groups (eg Aboriginal groups) might derive from disproportionate
membership in other groups (eg Rural and Remote) or from membership of
groups beyond those currently considered (eg Long term unemployed, Low skills,
In custody).

Moreover, as Golding and Volkoff (1997) have recently shown, different VET
provider types are likely to have varying proportions of clients who belong to
more than one target group.

There is little reference to provider type in this report because much of the
available literature has focussed on provision in TAFE. However, there is a
tendency in the available literature to extrapolate from TAFE to VET. Some
strategies and policies identified in TAFE will not necessarily transfer to the
diverse range of other VET provider types (these are outlined in the next section).
Some barriers may become more critical to equity outside of TAFE, while other
barriers operate in very different ways in particular locations.

This report makes a contribution to the ongoing effort to address access and
equity in VET. Its limitation to five groups prevents full consideration of the
effects of multiple disadvantage, particularly where disadvantage is experienced
as a result of factors outside the boundaries of these groups.

10
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DEFINITIONS OF TE

RMS

Equity related terms

The terms ‘access’ and ‘equity’ are often used interchangeably in the literature
without clear definition, as are the terms ‘participation’, ‘attainment’, ‘success’,
‘retention’ and ‘outcomes’. Each term is defined and measured in different ways
to give a quite different result. Definitions of these terms are essential if planning
and funding continue to move towards measurable outcomes as intended by
ANTA (19964, Principle 5, p5).

There is an often mistaken assumption that each ‘equity target group’ experiences
disadvantage in relation to all of the above criteria. However, some groups (such
as Aboriginal groups) have relatively good access but tend to achieve poor
outcomes at low program levels. Other groups achieve only limited access but
relatively good outcomes (eg some disability sub-groups). Others, such as
women, have high attainment but poor outcomes.

One of the conclusions that can be drawn from our analysis i< *»~* there is a need
to adopt a common set of definitions and performance indicators 1or aesignaied
groups. Indicators which work across sectors would be preferable because they
would allow comparisons and facilitate the measurement of the effectiveness of
pathways. Those indicators developed in higher education (NBEET 1994a,
Appendix 5) might be used as a starting point.

Equity

Equity is often confused with participation, although the two are not identical. It is
much more difficult to measure equity or fairness than it is to measure
participation. Equity can be viewed as a long term goal, with improving access
and participation as steps towards its achievement.

Notions of equity in education have traditionally been based on social justice
ideals: the right of all people to share equally in the benefits of society. More
recently, though, a different conception of equity has appeared in the educational
literature. In this recent interpretation, equity is conceived as necessary for the
development of human potential, which in turn is necessary for the achievement
of economic success (Ferrier 1995).

Access
Access to VET by group is most simply defined, quantitatively, as the proportion

of total VET commencers in the group. Defined qualitatively, it covers the
process associated with getting started in VET.

11
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Participation

The term participation is used both quantitatively and qualitatively. Participation
measures all students in a particular group expressed as a percentage of the total
population within the same age group. This measure smooths out recent, and
sometimes rapid, changes in enrolment patterns and takes account of populations
(such as Aboriginal populations) which are demographically skewed.

The other use of the term participation is qualitative and refers to the actions,
perceptions and experiences of people during their education and training. In this
.report, participation is a term covering a range of issues associated with persisting
long enough to successfully complete VET programs. While the concept of
access is different from the concept of participation, it can sometimes be useful to
use participation rates as one measure of access.

Outcomes and Qutputs

Equity outcomes relate to the question, ‘Does VET benefit individual client
groups?’

Outcomes can be measured qualitatively or quantitatively. Quantitative measures
are used to indicate employment outcomes (usually measured within six months
of completion). Qualitative measures are used to indicate the actions, perceptions
and experiences, complete or incomplete, of students or their employers and may
be measured through client and employer satisfaction surveys.

Outcomes are different from outputs. Whereas outcomes focus more broadly on
the resultant effects of participation in VET, outputs focus on program outputs
(module or course completion, success or retention). Outputs can be considered
in relation to the question, ‘How many of the people who enrol actually complete
the unit of study, or module?’

Disadvantage

Disadvantage is a relative concept. A group disadvantaged in one dimension is
not necessarily disadvantaged in another. For every disadvantaged group, there is,
by definition, an advantaged group. For every group with limited access to VET
there is another group or set of groups out-accessing it. Disadvantage in VET can
be due to factors associated with group membership and/or associated with
displacement by other groups.

VET

Vocational Education and Training (VET) is difficult to define. Definitions vary
in the literature. While TAFE makes up approximately half of the VET training
market it is the subject of almost all of the research literature, data, and reports.
Nevertheless VET is not TAFE and TAFE data and research on access and equity
do not necessarily transfer to the diverse range of non-TAFE, VET provider types.

12
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As used in The National Women’s Vocational Education and Training Strategy
(ANTA 1996c), VET refers to ‘education and training that leads to a vocational
and work outcome . . . delivered in a range of settings including the workplace’.
Although not stated in this definition, it conventionally excludes university and
school settings, although some school and university programs clearly meet the
definitional criteria.

Provider types

VET settings are also difficult to properly define. Anderson (1994) concluded
that there is no simple division between private and public training providers.
There is a diverse range of providers, programs and client groups inside and
outside of TAFE. The literature often makes distinctions between VET provider
types that are poorly defined. These definitions become important when
comparing outcomes of groups by sector.

TAFE is the main public provider, delivering 85 per cent of Australian training,
through 84 institutes (ANTA 1996f, 3). The remaining 15 per cent of training is
delivered by 2,500 registered private providers and an unknown number of

unregistered ones. These private training providers can be grouped in four main
categories (ANTA 1996f, 37-38).

e commercial training providers
which deliver fee for service training, either as individual consultants or as
training colleges (eg secretarial and business colleges, computer training
centres and training consultants)

e industry based training providers

which deliver training to a range of firms across and industry (eg skills training
centres, industry associations and group training companies)

e enterprise based training providers

which deliver company specific training to employees within the firm and
sometimes to other organisations on a fee for service basis

e community based

which usually provide government funded training but also deliver training on
a fee for service basis to individual students and firms (eg community
education and Skillshare centres).

13
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STRUCTURE OF THE ANALYSIS

Education and training are complicated processes and improvements in equity
will require much more than improvements in access. Throughout the report,
each section is subdivided into three main phases.

Access which covers the process associated with getting started in
VET

Participation which covers issues associated with persisting long enough to
successfully complete VET programs

Outcomes which covers issues of involvement in the program beyond
VET completion

It is important to note that though particular barriers or strategies may not be
identified in the report for particular groups, this does not mean that they do not
act or apply. In some cases, barriers which may have been expected for particular
target groups, have simply not been the subject of formal study in the literature
examined.

15
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introduction

A snapshot of the situation for women in VET
(from ANTA 1996b, page numbers and year for which data apply are indicated)

Overall, low levels of participation within VET, at lower skill levels, with more
successful completions but poorer graduate outcomes in terms of employment,
course relevance and earnings.

How are women defined?

Gender is routinely recorded at enrolment from information supplied by
commencers in VET.

Women

¢ make up half of the population, 43 per cent of labour force but 75 per cent of
part-time employees (12, 1995)

e have much lower labour force participation rate (54%) compared to males
(74%) (12, 1995)

o are generally concentrated in service industries (12, 1995)

e have average weekly income two thirds of male income; full-time female
employees average 79 per cent of equivalent male wage (14, 1995)

e are more likely to have no post school qualifications (62 per cent for females
compared to 52 per cent for males) (14, 1995)

© as a group, participate in VET at the lower skill levels (26, 1995)

e in 15-19 year age range, participate in TAFE at half the rate of males (16,
1995)

o have increased in number, in TAFE, by 10 per cent (1989 to 94) but their
participation has declined from 47.1 to 45.8 per cent of all TAFE enrolments
(17, 1995)

e participate with significant rates of variation across different fields of study
(19-20, 1995)

o have significantly higher success rates in modules than male students but
significantly worse rates in discipline groups where they are under-represented
(21-22, 1994)

e TAFE graduates were employed (after six months), at the rate of 67 per cent
compared with 80 per cent of male graduates (24, 1995) TAFE graduates,
when initially employed, are much more likely to be employed in fields ‘not at
all relevant’ to their study (25, 1995)

© make up only 12 per cent of all apprenticeships (18, 1994).

17



Barriers

(o]

.« - limiting access

attitudinal factors

When women start thinking about participation in VET and their vocational
options, their choices are strongly influenced by societal, industry, school and
family attitudes. Limiting images of women’s roles in the media, lack of exposure
to trade subjects at school or a broad range of work experience together with
inadequate information about opportunities for training and employment reinforce
these attitudes (DEET 1991b). Employer and employee attitudes can limit both
expectations and opportunities of those already in the workforce, who require

additional education and training to respond to changing demands for skills
(NSW MEY A undated).

entry points and pathways

Inflexible course selection procedures, lack of appropriate entry points and
articulated pathways into accredited courses pose barriers for women applicants.
While RPL processes may enhance access through reducing study time, women
often undersell and undervalue their skills and need support in the RPL process.
Implementation practices which require enrolment in a course prior to applying
for RPL may also pose a barrier for women applicants (Davis 1992, DEET
1991b). There is a lack of appropriate course counselling, which women need to
make informed choices and to prepare for their study (Barnett and Wilson 1995).

fees and charges

At a time when TAFE fees, costs and charges are escalating, for many women,
access to lump sums for payment of up-front fees may be problematic. Women
are much less likely than men to receive employer financial support. In some
cases command of the family or household resources may be an access issue. It is
also suggested by the Women’s Bureau (1993) that women may have a higher
aversion to risk than men. Much of the privately provided training appears to be
pitched at female clients, the fees, costs and charges levied by these providers are
considerable, in some cases several times those of TAFE. In the face of ongoing
excess demand for training places, women may be forced to take up places in the
expensive, commercial providers. Some women may fear that there may be
further escalations of fees, costs or charges during the course of their studies
(Women’s Bureau DEET 1993, Barnett and Wilson 1995, Barnett, Foyster and
Werner 1996).
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o employment factors

There 1s a gap between the skills levels of employed women and those of men.
Women's participation in occupations and industries is restricted to a narrow range
of options (VEETAC 1993). While these gaps and restrictions exist, they pose
barriers to women's access to training opportunities.

inadequate literacy and numeracy skills .

Lack of literacy and numeracy skills pose substantial barriers to access to training
for women whose skills in these areas are low. While problems associated with
inadequate literacy and numeracy skills are more pronounced for women from
non-English speaking backgrounds, they are not confined to this group (Davis
1992).

. . . limiting participation and outcomes

learning environment

Disadvantages within the learning environment include inappropriate learning
materials, gender harassment, particularly in courses where women are in the
minority, lack of appropriate counselling and support mechanisms and rigid
timetabling (DEET 1991b).

income support

Women are more likely than men to be employed part-time and in smaller firms.
They are less likely than men to receive employer support for workplace based or
off-the-job training. Where support is offered, it is more likely to be in the form
of leave without pay rather than fees or paid leave (Barnett, Foyster and Werner
1996).

family responsibilities

Women’s participation tends to be more self-driven than men’s. With less
likelihood of employer support, their participation is influenced not only by their
ability to balance study time with family-related responsibilities, but also by their
family financial responsibilities (Bamnett, Foyster and Werner 1996). These
barriers apply even more strongly to women from non-English speaking
backgrounds, who tend to carry the dual responsibilities of work and home
(Stephens and Bertone, 1995).

Barnett, Foyster and Wemer (1996) suggest that together with courses not meeting
expectations, lack of child-care was a primary reason cited by women for not
completing courses in TAFE. Willis and Kenway (1996, 8) stated that

19
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The lack of appropriate child-care is the single largest
factor inhibiting women’s opportunity to participate as
fully as they wish in full or part-time work, limiting them
to casual work, reducing their opportunities to work shifts
and overtime and their access to training. (DEET 1991)

o timetabling

Lack of flexibility in timetabling represents a major barrier for women wanting to
participate in VET. This barrier relates directly to women's child care
responsibilities (Barnett and Wilson 1995).

Strategies and Policies

. . . for improvement of access
© encouraging and recruiting

Conduct employment promotions which focus on the ways in which trade
occupations cater to women's needs (Lyall and Hawkins 1993).

Implement systematic affirmative action (DEET 1991b).

Use information channels appropriate to women and ensure that potential women
students are made aware of factors which encourage their participation (eg. child-
care, access courses, flexible timetabling) (Barnett and Wilson, 1995).

Develop appropriate responses to the education and training needs of all women,
particularly those from disadvantaged backgrounds (DEET 1991b).

Involve Industry Training Advisory Bodies (ITABs), group training companies,
industry associations and unions in developing and distributing information to
employers about the benefits of training and employing women (ANTA 1996a).

Ensure access for girls to trade subjects at school and opportunities to undertake
supportive, non-traditional work experience (DEET 1991a, Lyall and Hawkins
1993).

Increase women’s awareness of the trades through advertising programs in ways
that appeal to women and include, in promotional materials, examples of women
participating in the relevant occupations. Promotional activities should centre
around female role models and showcase women’s achievements. Tradeswomen
on the Move projects, the work of Affirmative Action in Training (Victoria) and
Trade-Based Pre-Employment, provide some best practice examples (VEET
1994, DEET 1991a, Lyall and Hawkins 1993).

Develop resources for careers educators to support women’s entry into trades
(Lyall and Hawkins 1993).

20
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Conduct professional development activities and develop support resources
relevant to the recruitment, selection and retention of women in structured, entry-
level training (DEET 1991a).

Train employment advisers in relation to recruitment of women into non-
traditional trades (DEET 1991a).

Actively encourage women to study in areas where they are under represented and
match this training with appropriate support services and role models (DEET
1991b, Smith and Ewer 1995).

Education authorities should ensure that strategies are in place to encourage young
women to participate in all new developments in school-based VET (DEET
1991a).

facilitating program entry

Facilitate appropriate entry points and articulated pathways into accredited courses
(VEET 1994, DEET 1991b).

Provide course counselling which is free of gender bias (DEET 1991b, Barnett
and Wilson 1995).

Use RPL to formally acknowledge women’s prior learning and provide due credit.
This can significantly reduce the study time for women and therefore provide
encouragement and improve access. However, to be effective, the RPL process
requires a sensitive approach which is supportive, encouraging and interactive to
enhance the ability of the participants to identify their skills (DEET 1991b,
ANTA 1996a, Davis 1992).

Ensure RPL implementation is adequately resourced and supported by staff
training and institutional policy, to take into consideration issues pertinent to
women. Resources need to be available in plain English and major community
languages to minimise language barriers to potential applicants, including NESB
women. Networking of VET providers on a national basis for sharing of
resources and documentation of best practice in implementation of RPL for
women should be encouraged (Davis 1992).

Develop strategies involving direct approaches to industry, unions, employer
bodies and Industry Training Advisory Bodies for active support in recruitment

and training of female entry-level trainees (DEET 1991a).

Establish priority criteria for employment of females employees with Group
Training companies (DEET 1991a).

21
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Adopt timetabling features which enhance women's access such as

+ -interrupted study to facilitate completion in stages

+ short revision and enrichment courses

+ part-time study

+ day-time study scheduled to fit into the school day (Barnett and Wilson, 1995).

creating a more conducive training market

Establish targets for women’s participation, particularly in non-traditional trades
(DEET 1991a).

Support monitoring processes of the training market to ensure that women are not
disadvantaged through the resource allocation process, fees imposition or by
TAFEs response to changing training markets and technological innovation
(DEET 1991b, Smith and Ewer 1995).

Extend successful, trade-based, pre-employment initiatives including preparatory
courses (Barnett, 1993).

. Jor improvement of participation and outcomes
enhancing the learning environment

Provide professional development for all training provider personnel to ensure that
they have an understanding of the barriers which restrict women’s participation
and support gender inclusive teaching. Ensure equal proportions of women and
men deliver professional development activities for teaching staff (DEET 1991b,
VEET 1994, DEET 1991a).

Ensure gender equity in competency standards development, through equitable
representation in the standards development process and use of appropriate
methods of analysis and language. Identify all relevant competencies, not just the
technical/task ones (NTB 1991, Smith and Ewer 1995). All those involved in
conducting a competency analysis should be knowledgeable of and sensitive to the
issues of gender bias (NTB 1991).

Monitor and evaluate curriculum development processes to ensure gender
inclusive curriculum and integration of RPL. (VEET 1994, Davis 1992, Smith
and Ewer 1995).

Facilitate achievement of a “critical mass’ of female participants, particularly in
non-traditional trades to enable peer support (VEET 1994).

Establish and promote mechanisms to prevent sex-based harassment in the
learning environment and to effectively deal with grievances (VEET 1994).

Improve support services for women (DEET 1991b).
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Include content in the curriculum on affirmative action and equal opportunity,
particularly when addressing industrial relations issues (VEET 1994).

Provide additional support for female trainees entering occupations where there
are still few female employees (VEET 1994). '

recognising family responsibilities

Use flexible timetabling and delivery models to accommodate the family care
responsibilities which otherwise may restrict some women’s participation (DEET
1991b).

Provide affordable, accessible and culturally appropriate child care (VEET 1994,
ANTA 1996a).

developing appropriate policy

Enhance the development of policy in relation to access, participation and
outcomes for women through the equitable participation of women in VET sector
decision making (VEET 1994, DEET 1991a, VEETAC 1993, DEET 1991b).

Introduce initiatives to motivate private providers to address access and equity
issues. Without such intervention, an open training market can mean that
participation in VET will become a privilege rather than a right (Barnett 1993).

Barnett also suggests that access and equity oriented incentives for both TAFE
and non-TAFE providers are most likely to be effective if

» linked to accreditation and funding of courses

o+ training purchasers stipulate that training provisions must focus not only on
courses, but also on the factors influencing accessibility to those courses

+ Governments also provide support in the form of information and advice to
providers to assist them in addressing access and equity issues.

conducting research

Support longitudinal research to assess the long-term effect of RPL on women’s
career and training prospects (Davis 1992). :

Establish processes to monitor and evaluate progress in improving women’s
participation in training (DEET 1991a).
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establishing an equitable training market

In the development of training plans and the negotiation of enterprise agreements,
explicitly address how training has been designed to meet the needs of workers
with family responsibilities (Smith and Ewer 1995). Consider how the training
entitlements of casual and part-time workers can be advanced through enterprise
bargaining, including through pro-rata entitlements.

Develop checklists of guidelines and possible strategies covering consultation and
gender equity in industry training plans (Smith and Ewer 1995).

Support research to monitor enterprise bargaining and provide occupational
profiles by gender. Support field work to widen such research beyond an analysis
of the agreements in order to assess the actual implementation of change at the
workplace (Smith and Ewer 1995). There has been little indication that the
enterprise bargaining process will assist women unless there is a shift to a new
equity-based concept of productivity and measures which provide safeguards to
the extension of time flexibilities. This is necessary to prevent these from further
entrenching discrimination at the workplace (Smith and Ewer 1995).

Address the different treatment of apprentices (mainly male) compared with
trainees (mainly female) (Women’s Bureau 1993).
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ABORIGINAL AND TORRES STRAIT ISLANDER
PEOPLE

Introduction

A snapshot of the situation for Aboriginal and Torres Strait Islander people
in VET
(from ANTA 1996b, page numbers and year for which data apply are indicated)

Overall, reasonable access at low skill levels but poorer completion rates and
labour market outcomes.

How are Aboriginal and Torres Strait Islander people defined?

- Aboriginal and Torres Strait Islander status is routinely recorded at enrolment
from information provided by commencers in VET. In effect, it involves self-
definition. The term Indigenous is used interchangeably with ‘Aboriginal and
Torres Strait Islander’. Apart from self-definition, Aboriginality is determined for
administrative purposes by a tripartite definition involving self-identification,
recognition within an Indigenous community and being a descendent of an
Indigenous Australian person.

Aberiginal and Torres Strait Islander people

e make up 1.7 per cent of the Australian population but 2.6 per cent of clients in
TAFE and 0.8 per cent in higher education. Demand for VET is high relative to
population share (ANTA 1996a), partly due to a skewed age distribution,
significantly younger than the Australian population as a whole. (7, 1994)

e are over-represented in TAFE in terms of commencements in all States except
Queensland, but TAFE participation and qualification levels acquired are
predominantly at the lower skill levels and with significantly lower completion
rates (6-7, 1994, NSW TAFE 1995)

e are under-represented in a range of vocational streams and fields of study,
particularly at the higher skill levels (Teasdale and Teasdale 1996, 90)

e two thirds of all Indigenous students are enrolled in preparatory programs that are
pre-requisites for other mainstream VET programs (Teasdale and Teasdale 1996,
90)

o are not evenly distributed geographically or by State. The largest population
centres are in capital cities. Half of the Australian Indigenous population is in
NSW and Queensland. Indigenous people make up 27 per cent of the NT
population. (7, 1994)
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o experience unemployment rates three times higher than non-Aboriginal people
(ABS 1991 Census). Those TAFE graduates employed are much more likely to
be in unskilled and semi skilled occupations. (9, 1995)

o are significantly under-represented in wholesale, retail, finance, property and
business services industries (4, 1991)

o have a greater tendency to leave school early (NSW TAFE 1995, 36) and enter the
labour market before education and training (MclIntyre et al. 1996, 4)

o adult education for Aboriginal people, 'unlike "mainstream” education in -
Australia, cannot base itself on assumptions about previous schooling' (SEET
1997, p 51)

o have a lower level of educational attainment and lower levels of literacy (VETEC
1993)

o have poorer labour market outcomes and are much more likely to access VET for
reasons of interest or personal development (10-11, 1994) or to work in
community organisations or government services in health, education or welfare
(MclIntyre et al. 1996, 4).

Barriers
. . . limiting access

o understanding cultural difference

...the main 'difficulties’ usually attributed to Aboriginal education by non-
Aboriginal people are due to their lack of understanding of what "cultural
difference" really means in education and training. (MclIntyre et al. 1996, 8)

The notion of equitable access, participation and outcomes therefore requires
consideration of Indigenous cultural attitudes to the terms themselves.

o recognising cultural difference in defining access

Teasdale and Teasdale (1996, 21) described a significant shift in government
policy dealing with Aboriginal and Torres Strait Islander issues ‘from equity to
indigenous rights, reflecting both international trends and post-Mabo -
implications’.

National Review (1995a) identified three different ways of viewing access.

« View 1, a ‘neutral view of access’ involves getting individuals to take up
available opportunities in the existing educational mainstream, on the
assumption that these goals and outcomes are self-evidently desirable. This
view is similar to the traditional, mainstream VET position reflected
throughout much of the early literature.
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» View 2, ‘access as outreach’, treats Indigenous people as ‘a special group’ on
the basis of cultural difference. It aims to find special ways of allowing
Indigenous students to access culturally aware and sensitive programs by
expanding systems, geographically and culturally or bringing Indigenous
people to programs in other locations. This view is reflected in much recent
public provider policy.

» View 3, a ‘community perspective’ of access, incorporates demands by local
Indigenous communities for equitable access to education, not only to that
available to Australians generally. This view is reflected in most, recent
Indigenous educational pedagogy.

o provider responses

McNamara and Valadian (1994) succinctly identify the key barrier to Aboriginal
and Torres Strait Islander peoples accessing the ‘mainstream’ as

in part the result of educational institutions’ inability to change their
services and the need for Indigenous people to develop their own
educational services. Each has is roots in historical experiences. (p63)

The key provider related issues identified by Crawley et al. (1996a, 5) include a
lack of physical access to educational services, inadequate teacher and provider
sensitivity and relevance to cultural differences in curricula, lack of teacher
relations with students and their communities and language difficulties.

o literacy and numeracy
The key issues of self determination, ownership, culture and control, and efforts to

improve access to higher level programs in VET are predicated on appropriate
programs to improve Indigenous literacy and self management skills.

. . . limiting participation and outcomes

o recognising cultural assumption in participation and outcome measures

Indigenous equity also requires a recognition that a variety of participation and
outcome measures may be considered to be appropriate.

In addition to vocational aspirations, Aboriginal adults may wish to
participate in education and training so as to be involved with their peers
or to be seen as role models for the next generation or to help their
children and grandchildren with their homework - reasons which do not
equate with the conventional 'outcomes' ascribed to vocational training.
(SEET 1997, 51-52)

National Review (1995a) identified three different ways of approaching

participation from an indigenous perspective.
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« View 1, ‘participation in culturally sensitive education’ is based on the
assumption that ‘special, culturally aware and culturally sensitive provision’ is
required for Indigenous people but can be delivered through conventional
providers.

» View 2, ‘Engagement in culturally appropriate education’, goes a step further
and uses alternative, Indigenous participation indicators which are socially and
culturally defined.

+ View 3 recognises the ‘need for more sensitive, qualitative research’, based on
the premise that current quantitative participation and retention indicators are
inadequate for characterising Indigenous education and training.

Overall, the key participation and outcomes barriers include
o employment

There is a lack of employment opportunities in many Indigenous communities and
employment discrimination outside of those communities. McNamara and
Valadian (1994, 64) noted that ‘Education and training must be useful before it
can be accepted’. They also noted that there is little research on the role of
training in assisting Indigenous long term unemployed and the never employed.

® appropriateness

There is a lack of culturally sensitive or appropriate programs including programs
which address issues associated with Indigenous literacy and numeracy and which
lead to successful outcomes, however defined.

e control

There is a lack of ownership or Indigenous control over all aspects of education
and training.

Strategies and Policies

¢ implementing Indigenous principles

National Review (1995a) identified some overall principles which should
underpin future approaches to Indigenous education provision. These principles
involve recognising

+  self determination: consultation is not sufficient: self determination,
empowerment and control (of curriculum, dellvery modes outcomes,
resources) is essential

« control: over allocation, distribution and management of funds by Indigenous
incorporated bodies

+ diversity: programs available with maximum Indigenous choice
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+ subsidiarity: shifting responsibility for and about indigenous VET as far down
the administrative systems as possible

« affiliation: coordination as far up the administrative system as Indigenous
communities wish

+ efficiency: minimising administration and maximising money actually spent
on services.

The two key policy issues in the literature from an Indigenous perspective are a
need for

empowerment and self determination of individuals in their communities
Indigenous self management and control of all aspects of education and
training at all levels (policy, planning, provision, funding, evaluation,
research).

. . . addressing barriers to access
e recognising Indigenous people

The idea of student identity as an Indigenous person is often poorly understood by
VET practitioners (Mclntyre et al. 1996, 6).

e ensuring culturally appropriate provision within institutions
Establishing

+ programs which are culturally inclusive and culturally appropriate (VETEC
1993)

+ supportive learning environments, where feasible, based on Aboriginal Units/
support services/ cultural spaces/ enclave structures (Bradshaw 1996, 51,
Mclntyre et al. 1996, 5)

. opportunities for choice from mainstream programs (Finch 1992)

+ opportunities to recognise prior Indigenous learning (Teasdale and Teasdale
1996, 92).

Designing content specifically for Indigenous people or containing a significant
component of Indigenous Australian studies or perspectives (Mclntyre et al. 1996,
5).
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acknowledging diversity

Indigenous populations are very diverse geographically, and in remote areas are
not homogeneous entities. This needs to be acknowledged in the program
planning process (Coles 1993, 1, McNamara and Valadian 1994, 65).
Consequently there is no 'ideal' mode or modes of delivery (MclIntyre et al. 1996,
9).

developing a community context

Incorporate bilingual and Indigenous language programs where appropriate
(National Review 1995a).

Involve Indigenous communities in course delivery (National Review 1995a,
Mclntyre et al. 1996, 6).

Check and negotiate with Aboriginal staff and communities for cultural
appropriateness (McIntyre et al. 1996, 6).

Recognise the critical importance of transport and the effects of homesickness for
Indigenous people away from home.

Incorporate and recruit locally trained, Indigenous staff, who are adequately
resourced and supported (Buckskin, Highett and Davis 1994, Mclntyre et al. 1996,
6).

. . . addressing barriers to participation and outcomes
incorporating Indigenous perspectives

Indigenous research, pedagogy and evaluation recognises the tension between
‘equitable educational achievement’ in mainstream terms as opposed to
‘appropriate educational achievement’ in Indigenous terms (Bradshaw 1996, 51).

Focus should not be simply on quantitative participation and outcome data. With
this in mind, it is necessary to

o collect better quality information to monitor outcomes of participation in VET
(National Review 1995a)

+ undertake research that incorporates principles of self-determination,
Indigenous control, collaboration and community based inquiry (Buchanan and
Egg 1996, 26).
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acknowledging culture

Acknowledging cultural differences, cultural influences and social obligations
which impact on participation and retention (Bradshaw 1996, 51)

Recognise that VET is a cultural activity, make space for Indigenous identity and
self-esteem 1n institutions (Buchanan and Egg 1996, 2), involve Indigenous
people in decision making about their own education and ensure greater
involvement in the delivery (Crawley et al. 1996a, 6).

Negotiate cross-cultural course design and delivery with the institution and
community (Buchanan and Egg 1996, 15). Professional development strategies
should include cross-cultural training for VET managers (Buchanan and Egg
1996, 25).

delivering

Ensuring appropriate delivery in a form appropriate to Aboriginal adults, tailored
to specific education needs including ‘second chance’ programs incorporating
basic literacy and numeracy (National Review 1995a).

Where possible, all or most students in programs should be Indigenous
Australians.

Staff should be Indigenous, or if not, be sensitive and aware of the needs of the
Indigenous students (Mclntyre et al. 1996, 5).

programming for relevance

Ensure program options incorporate technical competencies to lead to increased
employment, empowerment and control over technical functions in smaller,
remote communities (Walker and Seeman 1994).

Mode of delivery should recognise the needs of Indigenous students (McIntyre et
al. 1996, 6), and produce learning environments where there is a strong sense of
family, collaborative learning styles, high level of individual attention and few
dangers of 'shame’ situations (Commonwealth 1995, 43).

Where possible, literacy and numeracy should be built into vocational courses, not
just ‘preparatory’ and general ones (Buchanan and Egg 1996, 21), taking account
of the range of English language and literacy learning goals of Indigenous
learners, the use of English language as part of entry criteria, and the extent to
which Aboriginal languages are acknowledged as part of the teaching and learning
process (Mclntyre et al. 1996, 7).

Assessments should be negotiable and time schedules flexible to account for
family priorities (McIntyre et al. 1996, 6).
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providing support structures
Recognise that a range of support is necessary, particularly tutoring, counselling,
family and community support (Buchanan and Egg 1996, 21), both in enclaves

and in mainstream programs (Bradshaw 1996, 51-52).

Develop clear role definitions of Indigenous support staff and their links and
communication with student services (Bradshaw 1996, 52).
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PEOPLE WITH A DISABILITY

Introduction

A snapshot of the situation for people with a disability in VET
(from ANTA 1996b, page numbers and year for which data apply are indicated)

Overall, low levels of VET participation at low skill levels, with much poorer
labour market outcomes, particularly for those with a disability which involves a
handicap.

How is disability defined?

Most definitions of disability are self-defined. However, since the question actually
asked about disability varies greatly, so too does the proportion of clients identifying as
being a person with a disability. In addition some individuals with a disability do not
recognise it as such. Others may choose not to disclose because of a stigma associated
with their disability type. Consequently, reported levels are likely to be under
estimations.

Formal definitions of disability in the literature are multi-faceted and complex, but are
largely undefined in much of the VET literature. For this reason, direct comparisons of
VET research and data are problematic across sectors and States. As Morris (1993, 16)
point out in relation to learning disabilities, shortcomings in definitions ‘affect not only
the size and precision of estimates of prevalence (of the disability) but also affect the
implications that can be drawn from them’.

Disabilities are broadly categorised into sensory, hearing, visual and disabilities that are
either physical, health related, learning or psychiatric. Most commonly accepted
definitions of disability are based on medical descriptors which are not always
appropriate in a learning context (NTCC 1993, 10). Most legislative definitions of
disability include aspects of the Commonwealth Disability Discrimination Act 1992. In
higher education it involves two conditions of self-definition; that it ‘... may affect your
studies’ and you ‘... would like to receive advice on support ...which may assist you’.

OTEFE (1993b, 8) included, as well as self-definition, identification 'by teachers or
student counsellors as having an impairment resulting in loss or reduction of capacity,
and ... likely to encounter difficulty in gaining access to and participating effectively...
in an accredited program.

The concept of 'reasonable adjustment' is included in anti-discrimination legislation
(O’Connor 1993). Adjustment may be needed in one or more areas of functioning:
mobility, manual skills, health, vision, written language, hearing, spoken language,
learning, interpersonal skills or work orientation (O’Connor 1993, 10). In VET, the
concept covers institution design, including the provision of equipment, physical access,
curriculum design, delivery and assessment (NTCC 1993, 51).
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Elkins (1994, 39) suggested three disability groups based not on ‘diagnostic categories’
but on types of education needs. One type is related to physical disability leading to
access problems, including sensory disabilities, which cause problems with curriculum
access. A second type relates to an intellectual impairment, and a third applies to ‘those
whose educational history is marked by failure’. In the third type, Elkins argues for
individual consideration and support (p 40).

The effort, logistics and cost of providing support services for students with disabilities
varies dramatically with disability type (Jones 1994, viii). Considering all those with a
disability within one target category loses sight of these individual differences which
become critical at a programming and funding level.

People with a disability

make up 18 per cent of the population (defined by ABS (1993) as the ‘presence of
one or more limitations, restrictions or impairments (for six months or more)’ (54,
1993)

make up 11 per cent of the labour force and 15 per cent of the working age
population (NTCC 1994, 10 and 53, ABS 1993a)

often have a handicap (‘limitation to perform certain tasks associated with daily
living’); 79 per cent survey have a self-reported handicap (54, 1993)

are more likely to be older than other students (54, 1993)

usually report one disability: 96 per cent of VET participants with a disability
reported one disability (in descending order of frequency: physical, visual, other
intellectual, hearing, chronic illness) (59, 1994)

have a lower participation in the labour force (62, 1993) and significantly higher
unemployment, particularly those with a handicap (54-55, 1993), but higher level
of educational attainment than for employed people without a disability

have lower levels of participation in post-compulsory education (NTCC 1993, 10)
make up 4.3 per cent of VET (mostly TAFE) clients (ACVETS 1994). This
figure is unable to be directly compared with ABS data, since they were collected
using a different technique. (57, 1994)

are over-represented in courses where there is not a labour market demand and in
declining industry areas (NTCC 1993, 10)

have a higher attrition rate than other students (NTCC 1993, 34)

are more often enrolled in educational preparation, basic education and basic
employment skills courses than other students (NTCC 1993, 10, based on 1991
TAFE data)

make up 5.9 per cent of TAFE graduates (54, 1997)

who are TAFE graduates, as a group have lower skill levels (59, 1994)

take longer to complete VET modules (ACVETS 1994)

if TAFE graduates, have significantly poorer labour market outcomes (61, 1995).

Barriers

Dundas (1994) identified four main barriers to access for people with a disability:
physical, attitudinal, financial and learning.
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VETEC (1993) provided a useful, comprehensive summary of barriers to access
for people with a disability. They are

lack of mobility and/or ability to use public transport

limited physical access to VET premises

limiting attitudes and misconceptions in VET and in the community
limited alternative learning resources

limited appropriate mainstream support

lack of post-school options.

O 0O 0O o o o

. . . imiting participation and outcomes

VETEC (1993) also provided a summary of barriers relevant to participation and
outcomes for people with a disability. They include

responsibilities

There is a lack of clarity and poor role clarification in relation to responsibility for
provision, special equipment, program customisation and support services.

links

Poor links between schools and VET and between VET and work particularly
disadvantage people with a disability.

lack of individual support

Appropriate work experience, on the job training and adjustment of programs,
schedules and competencies are critical factors in both participation and outcomes.

The literature also stresses the following barriers.

There are difficulties related to multi skilling and achieving generic competencies
for people with an intellectual disability (who comprise the largest disability
group at school leaving age) (Reynolds and Barnett 1993).

Competency based selection and employment factors also negatively affect people
with a disability (Reynolds and Barnett 1993).

People with learning disabilities have more difficulties with learning outcomes
which involve thinking and understanding (Morris 1993, 3).

BEST COPY AVAILABLE
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Strategies and Policies
. addressing barriers to access

o developing policies and strategies

Develop VET provider policies on provision of programs and formalised strategies
to ensure requirements of students with a disability are met (Meadows and Tronc
1990).

o providing information

Provide targeted, clear and accessible information to present and potential
students with a disability on services and options in VET (Lawless 1991).

e improving physical access

Address the needs for transport and physical access for students with mobility
impairment (Lawless 1991).

Provide access to mainstream provision supported by appropriate special services
(NBEET 1994b, 15).

e consulting

Involve and liaise with disability clients and groups who represent them at all
stages of planning, development and delivery.

e accommodating

Incorporate flexibility into delivery methods and course materials, use appropriate
technologies and provide modified assessment methods (Commonwealth
Disability Strategy 1994), which are designed-in conjunction with the person with
the disability or their advocate (Reynolds and Barnett 1993).

Provide for reduced student /instructor ratios and additional costs associated with
learning support, such as note takers, interpreters and individual tutors (NTCC
1993, 30).

¢ researching and disseminating
Establish research centres which focus on development and dissemination of open

learning and flexible delivery methods appropriate for particular disability groups
(Dundas 1994).

Promote materials which challenge stereotypes of gender and disability (NTCC
1993, 32).
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Provide best practice integration examples for particular disability sub-groups (eg
Vision impaired, Intellectually disabled, Acquired brain injury) (Crawley et al.
1996b).

. addressing barriers to participation and outcomes
presenting information

Present information in different ways, use modified assessment and implement the
‘principle of reasonable adjustment’ (O’Connor 1993) to effectively monitor
competencies for people with a disability (Commonwealth Disability Strategy
1994, 34).

training and development

Provide professional development for teaching staff aimed at raising awareness
and understanding of the special needs of people with disabilities (Dundas 1994,
Meadows and Tronc 1990, Lawless 1991).

implementing efficiencies

Avoid duplication of resources and effort by liaison, cooperation and
determination of roles and responsibilities (VETEC 1993, Meadows and Tronc
1990). Link subsidies and financial incentives to a number of people rather than
one individual (VETEC 1993).

modifying programs

Consider physical and support requirements of people with a disability when
planning, implementing and evaluating programs and provider facilities (Lawless
1991).

Incorporate the principle of reasonable adjustment into all nationally developed
materials (NSW TAFE undated b, O’Connor 1993).

Link competencies, slow workers’ permits and other sub award wage assessments
to a national competency standards scheme for people with extensive handicaps
for employment (Reynolds and Barnett 1993).

Establish flexibility in job assessment, in training settings and in RPL (Reynolds
and Barnett 1993).

Develop more finely grained accreditation between standards levels and the
development of training activities and competency standards at a pre-Level 1
standard (Reynolds and Barnett 1993).

Implement collaborative processes to develop reasonable adjustment mechanisms
to counter in-built bias against disabilities in competency standards (NTCC 1993,
27).
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o changing attitudes

Alter employer, trainer and wider community attitudes to people with a disability
(VETEC 1993).

o flexible delivery
Use self-paced delivery, appropriate resources and media (VETEC 1993).

Identify resource requirements, availability of flexible delivery and assessment,
program design and materials to suit individual needs of people with disabilities
(NTCC 1993, 18).

o collecting data
Improve data collection in relation to students with a disability in mainstream
programs (Meadows and Tronc 1990). Ensure itis in a manner which is client

sensitive (Lawless 1991).

Improve the capacity of data collection systems to record progress from access
courses, use of supports and impact on participation and course completion
(NTCC 1993, 27).

o improving assistance

Adopt a long term view of assistance (VETEC 1993), including income support
(Lawless 1991).

Enhance opportunities in small business either for employees or owner managers
(NBEET 1994b).

Establish employment placement and support services, vocational counsellors and
career information in alternative media formats (NTCC 1993, 35 and 49).

o providing appropriate resources
People with severe disabilities have difficulty with major life activities and need
higher levels of support to achieve their learning outcomes. Appropriate

resourcing for the support of people with special needs must be provided (Morris
1993, 3-4).
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PEOPLE FROM A NON-ENGLISH SPEAKING
BACKGROUND

Introduction

A snapshot of the situation for non-English speakers in VET
(from ANTA 1996b, page numbers and year for which data apply are indicated)

Overall, the literature reports wide variation in participation and attainment. The
main source of disadvantage is difficulty with English language skills. NESB
women experience the highest level of disadvantage.

How is non-English speaking background defined?

Non-English speaking background (NESB) clients in VET have been defined in
several ways. All include in the self-definition, ‘speaking a language other than
English at home’. Some definitions exclude Australian born people who arrived
in Australia more than 10 years ago.

OTFE (1993b, 8) recognised NESB ‘either by place of birth, by language spoken
at home or level of proficiency of English which has created a disadvantage to ...
gaining access to and participation in an accredited vocational program’. It is
clear that this definition depends very much on other definitions embodied within
1t.

ANTA defines this group as ‘people born in a country which is not a main English
speaking country’. Most definitions exclude Australian Indigenous language
speakers even though language proficiency is clearly an important determinant of
success, however defined. Direct comparisons are only meaningful if similar
definitions are employed.

NSW TAFE (1995) noted ‘a lack of a nationally uniform definition of NESB ...
used by various agencies responsible for VET’, and some uncertainty as to
whether ethnicity data on participation in apprenticeships and traineeships will be
collected on a basis consistent with the Australian VET Management Information
System Standard (AVETMISS). By contrast, they pointed out that higher
education had been able to monitor participation levels of even second generation
NESB migrants since 1984 (p 58).
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People from a non-English speaking background

broadly defined, comprise 21 per cent of the Australian population. 13 per cent
were born in a non-English speaking country (first generation). Another 9 per
cent were born in Australia but with one or both parents born in a non-English
speaking country (second generation) (43, 1991).

show variations in education and training attainment patterns which depend on
birthplace (47, 1991). These variations are lost within a single NESB
categorisation.

are on average markedly older than English speaking people. Older NESB people
are mainly from Europe. More recently arrived NESB people are from Asia, are
younger and less likely to be fluent English speakers (44, 1991).

have a significantly higher English proficiency if younger and male (45, 1991)

if without an English proficiency, have reduced job prospects (46, 1995)

receive less support for training from their employers (53, 1995)

if employed, are concentrated in labourer, tradesperson and machine operator
occupations (47, 1991)

have participation rates in TAFE above population representation but skewed by
young people born in a non-English speaking country (48, 1994)

overall, have increased unemployment rates (VETEC 1993). Fluency in English
has a marked impact on how long a person remains unemployed (46, 1996).

have lower levels of post school qualifications and are over represented at lower
skill level preparatory programs in VET (47-48, 1991)

have participation rates which are very dependent on birthplace and whether
qualifications are recognised in Australia (47-48, 1991 and 1993)

comprise 18 per cent of TAFE participants compared with 13.3 per cent of
population and 16 per cent of working age population (48, 1994)

make up 16 per cent of TAFE graduates (where NESB is defined as ‘spoke
another language at home’: 51, 1995).

make up a high proportion of those with previous post-school experience overseas
(NSW TAFE 1995, 38)

NESB women, in particular, receive less training of all kinds than any other
group, including NESB men. Most of this is unstructured, on-the-job training
leading to no formal accreditation within the training system. Often pre-
vocational, it is usually in language and literacy (Bertone 1995, 3).

Better educated NESB people have much higher probabilities of receiving
training, unless they completed their education overseas, in which case they are no
more likely than people without post-school qualifications to have participated in
training (NSW TAFE 1995, 28).

'a significant number of NESB migrants are illiterate in their own language which
makes it particularly difficult for them to deal with literacy and other classes in
English' (SEET 1997, 59).
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Barriers

o

. . . limiting access
difficulties with English language skills

The major reason for lower participation of NESB women in training is difficulty
with English language skills (Stephens and Bertone 1995). These may be real
difficulties or perceived ones. Bertone (1995, 67) reported a widespread
perception held by NESB women that training imposed English literacy demands
which they would be unable to meet (Bertone 1995, Vanden Heuvel and Wooden
1995).

There is a tendency in some industries to ‘erect unnecessary barriers to entry level
training based on communication competencies' (Bertone 1995, 12). Mawer and
Field (1995, 2) noted that 'Frequently, competency-based standards and training
inflate English skill requirements and use inappropriate methodologies'.
Vocational courses also often overestimate the English skill requirements for both
work and learners (p4).

lack of recognition of existing skills

Government subsidised language and literacy programs are generally not
accredited in relation to industry certificates. This leads to marginalisation of
NESB employees from training reform initiatives (Mawer and Field 1995, 4).

Current practice in RPL is not well equipped to meet the needs of NESB people.
Mawer and Field (1995, 4-5) identified that there is

+ alack of structural incentives for institutions to implement RPL
+ aneed for clear and consistent criteria to determine RPL

« alack of awareness of RPL processes among potential applicants
+ aneed for resources to support applicants in the RPL process.

Lack of recognition of NESB workers' bilingual and inter-cultural skills, together
with confusion of occupational competence with English competence, are
common barriers (Bertone 1995, 13).

There is inadequate understanding and inappropriate implementation of RPL
assessment procedures by employers, unions, industry trainers and middle

management (NESB 1995).

Competency based assessment is often inadequate with respect to recognising
experience, cultural skills and languages other than English (NESB, 1995).

inadequate access to infermation about training

There is a lack of comprehensive data to inform the training and information
needs of NESB workers (NESB, 1995).
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There is a lack of appropriate information about training availability, content and
delivery to potential trainees (NESB 1995, 28, Bertone 1995, 67).

Perceptions by potential NESB students and their parents generally reflect a low
opinion and appreciation of VET. TAFE qualifications are generally not valued
by NESB communities and target students, and there is a negative perception of
the employment value of VET, which is seen as training for the unemployed
(NSW TAFE 1995, 28). NESB parents are particularly important in influencing
career decisions of their children, yet their knowledge of VET, in general, is
limited (NSW TAFE 1995, 28).

training delivery

There is a lack of clear, articulated pathways for NESB employees and selection

processes for workers often reflect existing power relations (Mawer and Field
1995, 5).

Training delivered at inappropriate times poses particular barriers for NESB
women. Stephens and Bertone (1995) examined companies where training in the
workplace was not yet established. While over 85 per cent of NESB women
interviewed considered training was worth doing, this willingness would not
extend to participation in training outside work hours.

Training program infrastructure and pathways are barriers to entry and outcomes
for NESB workers (NESB, 1995).

For NESB women, workplace training can be perceived to be ‘too long’ and
require a commitment over a very lengthy period of time, rather than in smaller
modules or chunks which can be perceived to be achievable. This is exacerbated
when it has to be undertaken in unpaid time and is complicated by child care
difficulties (Stephens and Bertone 1995, Bertone 1995, 67).

family responsibilities

Inadequate provision of accessible and culturally appropriate child care facilities
limit the participation of NESB women (Zinopoulos 1992, Stephens and Bertone
1995, Bertone 1995, VETEC 1993).

residential location

Settlement locations of migrants often disadvantage them in relation to public

transport, child care and other services. When rural and isolated, these effects are
exacerbated (VETEC 1993, 32).
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o workplace culture

Discriminatory attitudes are a key factor (Bertone 1995).
Mawer and Field (1995) reported

The ability of many NESB workers to participate in training depends
partly on the workplace culture in which they work, and the extent of
support for learning. Management attitudes and the reward systems for
training are key elements. (p3)

Current resources, change agents and processes do not focus on NESB people's
issues in the workplace (NESB, 1995).

Access and equity tend to be dealt with in a passive way in many workplaces.
There is a lack of good models and practical strategies for making training
accessible (Mawer and Field, 1995).

NESB women tend not to be offered opportunities in the workplace to move to
different types of work, nor to multi-skill '(Stephens and Bertone, 1995).

CcOStS
Tuition fees are an issue, particularly for NESB women (Zinopoulos 1992, 6).
Administration fees, costs of textbooks, travel costs and sometimes the need to

pay by cheque or credit card rather than cash, provide barriers, specially for
women (Zinopoulos 1992, 6).

. . . limiting participation and outcomes

Key issues raised in the literature include mono-culturalism, productive diversity,
cross-cultural awareness training, workplace and management culture, self-
perception of NESB people in regard to training. There is a tendency for
employers and trainers to focus on what is lacking in NESB people’s skill profile,
rather than on what they have to offer (NESB 1995).

learning environment

Issues concerning language, culture, gender and lack of access to education have
been seen by those guiding the National Training Reform Agenda (NTRA) as
minority issues (Mawer and Field 1995).

The 'one size fits all', monocultural approach of NTRA often places NESB

women, in particular, at a disadvantage (Mawer and Field 1995, Zinopoulos
1992, 56-57).
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Inappropriate delivery modes and methods (including day long intensives, large
groups with mixed abilities, detached lecture modes, cultural inappropriateness,
over-emphasis on theory) (Mawer and Field 1995, 67).

curriculum

Most vocational curriculum is not linked to operator level training. Some
vocational courses over-estimate the English language skills required in
workplaces. There is a scarcity of financial resources and documented examples
to assist standards bodies and curriculum developers (NESB 1995, Mawer and
Field 1995, 26).

Lack of integration of language and literacy training into vocational training
severely limits participation (Bertone, 1995).

The government subsidised language and literacy courses targeted at NESB

people are not generally accredited in relation to industry certificates (Mawer and
Field, 1995).

decision making

At both the local and National levels, NESB people tend to be under-represented
in key decision making forums, bodies associated with the National Training
Reform Agenda such as consultative and training committees and in workplace

roles such as union officials, on-the-job trainers and workplace assessors (Mawer
and Field 1995, 23, 35).

resources and models

Lack of coordination between different bodies and agencies means that few people
are aware of the models of good practice and the resources that do exist (Mawer
and Field 1995).

Training programs that target the needs of NESB employees are generally not the
result of major funding initiatives from the vocational training system, but from
individuals and short term funding (Mawer and Field 1995).

With increased cost of training, there is little agreement as to who is responsible
for training NESB workers with limited language skills. Most funding for
workplace education of NESB workers has been met by the Workplace English
Language and Literacy (WELL) program (Mawer and Field 1995).
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Strategies and Policies

. . . for improvement of access

o encouraging recruitment

Package and present VET to NESB groups in a way that facilitates their
identification with the program by

«+ 1Incorporating relevant images in promotional materials

. advertising in the ethnic media

+ simplifying information presentation

.« employing members of target communities to disseminate information on VET

. communicating clearer pathways for study and career/employment (NSW
TAFE 1995, 29-30).

Review the model of career and vocational counselling used by schools and VET
systems to identify and eliminate cultural and linguistic bias (NSW TAFE 1995).

Ensure that implementation strategies and accountability are integrated with
policy (NESB 1995).

Implemént recognition of training and the systematic combined assessment of the
skills and language level of immigrants as a means of effective course referral
(Zinopoulos 1992).

DEETYA and ANTA need to develop an information campaign using a range of
publicity, multi-lingual where possible, aimed at informing NESB women of the
Training Reform Agenda and its relationship to workplace reform - to be
distributed widely (Bertone, 1995).

Address the specific needs of rural women from NESB (Zinopoulos 1992).

Incorporate affirmative action measures including NESB membership on
workplace training committees (Bertone, 1995).

e assisting entry

Ensure student entry and selection guidelines are in line with access and equity
principles (NSW TAFE 1995).

Review student entry and selection criteria to ascertain the appropriateness and
validity of the English language/literacy level specified or assumed (NSW TAFE
1995).

Develop RPL processes beyond the level of stated policy, through well-resourced
demonstration projects which focus on distinct issues related to RPL for NESB
women (Bertone 1995, 69).
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Provide appropriate training for staff enrolling students (Zinopoulos 1992).
Provide VET staff with training in undertaking skills audits for people from non-
English speaking backgrounds (Zinopoulos 1992).

. . . Jor improvement of participation and outcomes
enhancing the learning environment

Implement principles of flexible delivery and open learning in the development
and delivery of courses for NESB people (NSW TAFE 1995, 53).

Develop inclusive, responsive curriculum using inter-disciplinary teams (Mawer
and Field 1995, 50).

Use bilingual training strategies where appropriate. Value bilingual skills as
pathways to training and multiskilling (NESB 1995, viii).

Integrate English language and literacy training into existing industry training at
accredited operator level (Bertone 1995, 71). Integrate language, literacy and

cultural issues and understanding within VET and the training reform agenda
(NESB 1995).

Schedule workplace training courses, wherever possible, during paid working time
(Bertone 1995, 72).

Ensure cultural appropriateness and inclusivity of training content, and
accessibility of this training to all sectors of the workforce, irrespective of
language and literacy in English (NESB, 1995).

Improve workplace culture, promoting the value of diversity and training culture
to employers (NESB, 1995).

providing professional development
Establish cross-cultural awareness training for VET staff as an integral part of the
overall human resource development plan at both State and National levels

(Zinopoulos 1992, 66).

Involve qualified members of the target communities in the delivery of such
training (NSW TAFE 1995, 53).

Include cultural understanding in management, supervisory and union courses
(NESB 1995, vii).

Provide professional development for training providers on ways of incorporating

productive diversity in their training, and on ways of disseminating information
and sharing resources (NESB 1995, viii).
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Train training providers and assessors of RPL to

« broaden their understanding of RPL

. value and integrate linguistic and cultural diversity in RPL

» integrate RPL into training and through enterprise bargaining into awards
(NESB 1995, ix).

developing appropriate policy

Include NESB people at the decision making levels (Zinopoulos 1992, 67, Mawer
and Field 1995).

State/territory TAFE and Adult Migrant Education Service (AMES) systems
should set targets for participation of NESB women, particularly those over 40, to
ensure equitable participation (Zinopoulos 1992, 10).

VET systems should set a target for employment of educational support staff from
the target communities to improve the quality of services and relations with those
communities (NSW TAFE 1995).

Provide incentives such as subsidies, particularly to small businesses, to
encourage them to employ young men and women from NESB communities,
using as a model the Australian Broadcasting Corporation and Special
Broadcasting Service Aboriginal and Torres Strait Islander/NESB schemes (NSW
TAFE 1995, 48).

conducting research and collecting data

Investigate management perceptions and attitudes to the training of NESB
workers, both men and women (Stephens and Bertone, 1995).

Explore reasons, from a management perspective, of differing patterns of training
across industries (Stephens and Bertone, 1995).

Research and implement measures to recognise linguistic and cultural skills held
by NESB people and examine the development of principles for bi-lingual
training programs as an alternative to training in English (Bertone, 1995).

ANTA should make available to all training parties, National data on training
participation by specific workforce groups (Bertone 1995, 70).

Collect data for NESB VET participation based on a nationally uniform definition
of NESB (NSW TAFE 1995). Collect data on training and information needs of
NESB people from all relevant agencies (including training providers, funding
bodies etc) as part of funding accountability (NESB 1995, xi).

Make available data on the participation in VET for the target communities on an
annual basis. To facilitate analysis, data should be disaggregated by ethnicity, age
group, gender, and VET sub sector (NSW TAFE 1995).
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Monitor impact and appropriateness of language audit tools (Zinopoulos 1992,
10).

Review accreditation guidelines to check appropriateness of language, literacy and
culture (NESB 1995, vii).

Develop a methodology for reviewing competency standards to ensure they
integrate past experience and cultural and linguistic understanding (NESB 1995,
1X).
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RESIDENTS IN RURAL AND REMOTE
COMMUNITIES

Introduction

A snapshot of the situation for rural and isolated people in VET
From NBEET 1994d for 1993 (ANTA’s 1996b analysis of VET participants did
not include rural and isolated categories)

Overall, problems of access to VET in rural areas are associated with remoteness
from a range of services and limited opportunities for employment once trained.

How is rural and isolated defined?

Rural is a term usually understood to mean ‘not living in a capital city in
Australia’. NBEET (1994a) defines rural as being non-metropolitan. Some rural
areas are considered under a sub-category remote or isolated on a range of criteria
based on considerable distance from other large settlements and services. The
terms remote and isolated are used interchangeably in the literature. OTFE
(1993b) combined the terms to include

people who reside in a-non-urban area more than 20 kilometres from where classes
in which the student had enrolled will be delivered or

people whose home address is outside the Metropolitan area or major provincial
city during the school year in order to undertake TAFE training. (p9)

NBEET (1994d, 5) quoted the Budge Report which found that the

non-metropolitan sector of Australia has a great deal of complexity and,
given the enormous variation from region to region, it is difficult to be
prescriptive in identifying education and training needs.

An index of remoteness, categorised by postcode and available from the
Commonwealth Department of Primary Industries and Energy and the
Department of Human Services and Health, incorporates two factors: distance
from the nearest provincial or larger city, and personal distance which relates to
population density. It is rarely recognised that the terms ‘remote’ and ‘isolated’
involve assumptions of urban centrality. From the perspective of people living in
many isolated communities and towns, it is the cities and the services associated
with them which are remote.
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There are other measures of rurality and isolation. Queensland TAFE uses levels
of movement required to undertake a course as one such measure. ‘Rural
Australia’ according to Rural data - Report of the Commonwealth Working Party
(DPIE 1992) comprises ‘all geographic areas outside capital cities and urban
centres with more than 100,000 inhabitants’ (in NBEET 1994d). The DPIE
system classifies non-metropolitan communities as remote, rural, town and
provincial.

Some studies provide other definitions. Mageean (1990, 3) excludes from the
rural definition, major metropolitan areas outside capital cities including Geelong,
Gold Coast, Newcastle and Wollongong and those areas at most 45 minutes drive
from the nearest TAFE Institute.

o Rural and isolated people

Barriers
. « . limiting access

Rodwell et al. (1996, 36-42) provided the best available, recent summary of
literature on rural and remote issues. Some barriers identified from previous
studies include:

o distance and location

Reduced access to a narrower range (and sometimes lesser quality) of VET
programs and services without major relocation or personal cost (NBEET 1994d,
37, VETEC 1993, 25) provide significant barriers. Long distances to be covered,
additional time and cost to access services similar to those available in
metropolitan areas (NBEET 1994a).

o information

Information on program, careers and entry requirements is often limited (NBEET
1994a).

o preparedness

Lack of self confidence and negative previous experiences with education and
training (NBEET 1991a, 36) are significant barriers, particularly for women
(Davis 1992).

o finance

Distance from education and training providers places additional financial
burdens on non-metropolitan people (NBEET 1991, 34).
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o support

There are limited support structures for women (Davis 1992) and a lack of
accommodation (particularly for apprentices and trainees on block release).

. . . limiting participation and outcomes
o location and financial barriers

As with access, rural and remote locations and financial implications of
geographical isolation greatly limit participation and outcomes from VET.

o child-care

There is a lack of availability of occasional child care, particularly for women
(NBEET 1991, 36).

o work opportunities

There are extremely limited work opportunities for participants and VET
graduates who are geographically isolated.

o accredited training

There is limited access in rural and remote areas to large employers who provide
comprehensive, accredited training (VETEC 1993, 25).

Strategies and Policies

. . . addressing barriers to access
o improving support
Establish local study centres (NBEET 1991, 36).
Provide access to occasional child care (mainly for rural women) (NBEET 1991, 36).
Provide accommodation, particularly for apprentices and trainees on block release
(NBEET 1991, 36).
In remote communities
o providing information
There is a need to communicate realistic expectations of what can be delivered
given limited resources (Rodwell et al. 1996).

Availability of up to date information for clients and prospective clients about
programs, careers, entry requirements (NBEET 1991, 36) is critical.
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considering on site factors

There is a need to take account of cultural and environmental factors (Rodwell et
al. 1996, 10).

staffing

Staff should be culturally sensitive, with effective communication skills, empathy
and flexibility (Rodwell et al. 1996, 9).

supporting flexible delivery

Incorporate face to face provision (access to a trainer or tutor at some stage and
adequate resourcing) into flexible delivery mode (Rodwell et al. 1996, 9).

community support and ownership

Enlistment of strong community support and a sense of ownership is critical at all
phases of provision (Rodwell et al. 1996, 9).

prioritise need

Priority to the most poorly served rural and remote regions (NBEET 1994a, 39),
particularly to age 29 (NBEET 1994a, 39), and skills training for mature adults in
the farm sector.

planning

Achieve coordinated planning between Commonwealth/States/Territory and local
VET providers with cross sectoral provision and consultation (NBEET 1991, xv).

. . . addressing barriers to participation and outcomes
In rural and remote areas
costing

Make provision available at comparable personal cost to metropolitan people
(NBEET 1991 xv, in Rodwell et al. 1996, 15).

consulting

Develop effective consultative mechanisms between
Commonwealth/State/Territory/ local education and training providers to
maximise resource usage (NBEET 1991 xv).
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coordinating

Coordinate planning at the local level and cross-sectorally (NBEET 1991 xv).
involving

Facilitate client input into program (NBEET 1991 xv).

supporting flexible delivery

Diversify flexible modes of resourcing and delivery, but with face to face
provision (access to a teacher or trainer) at some stage, recognising that such

diversification is costly if tailored to individuals (NBEET 1991 xv; Rodwell et al.
1996, 9 and 15-16).

professional development

Improve expertise, resources and support for VET staff by enhanced opportunities
for professional development (Mageean 1990, 36).

selecting staff

Select staff to ensure cultural sensitivity, effective communication skills, empathy
and flexibility (Rodwell et al. 1996, 9).
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COMMON THEMES FOR ALL GROUPS

Introduction

Looking...

Before proceeding to identify barriers, strategies and policies identified in the

literature which are common to all groups it is important to

o note some key findings from documented approaches to equity

o identify the gaps in knowledge in the equity research literature

o acknowledge the need for caution in extrapolating across target groups and
particularly across providers.

. across target groups

The target groups, definitions and approaches used in relation to equity in VET
differ by State. The ANTA equity principle that ‘planning and funding to
improve access and equity in VET should be on the basis of real and credible
outcomes which are measurable and on which progress is reported regularly’
(ANTA 19964, 5) is not easily achievable without consistent targeting and clear
definitions for such groups.

ANTA has recently drafted an equity document "Equity 2001" (ANTA 1996a).
Australian States have interpreted the strategies therein and implemented them in
a range of ways which they consider meet the needs of their identified client
groups. The most recent interpretations are available in the 1997 State responses
to the ANTA Guidelines for National Industry Vocational Education and Training
Plans (Section 4.3, Client Groups, p8).

The target groups in the current literature review do not include a number of
groups which are recognised in the 1997 Training Profiles of some States; in
particular unemployed people (recognised by SA, Tasmania and NSW) and
people with inadequate social and functional skills in English language, literacy
and numeracy (recognised by SA, Tasmania, NSW and Western Australia).
Members of both of these target groups exhibit a high level of overlapping
membership with several target groups in the literature examined, in particular,
NESB, Indigenous and rural and remote groups, as well as with several outside of
it: including people in correctional institutions, who are currently only targeted,
within program profile, by Queensland (TAFE Queensland 1996).
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State and regional targeting or benchmarking of additional groups is not, of itself,
problematic. Queensland, for example, in 1997 targeted the Australian South Sea
Islander community, approximately 70 per cent of whom reside in Queensland
(Queensland State Training Profile 1996, 35). However, it is desirable that some
coordination of effort should occur for both new and emerging groups.

. at what is being measured

This diversity of groups and approaches between States would not be as
problematic for nationally based analysis if agreed equity measurement criteria
were in place. It is currently very difficult to compare State VET outcomes,
whether particular groups are targeted by those States or not. Without such
common criteria it will not be possible to compare the outcomes of targeting
approaches with those of mainstreaming, foreshadowed in the OTFE Managing
Diversity Policy in Victoria in 1997.

Survey methodologies commonly used to measure outcomes may not be inclusive
of each of the equity target groups considered in the current summary, nor of
unemployed people and people without adequate social, literacy and numeracy
skills. Hart and Belme (1996, 68) proposed reasonable adjustment to traditional
evaluation approaches for 'special populations’. Therefore, interpretation of the
survey results in the available literature for such groups, particularly on outcomes,
needs to take account of the inclusivity of the methods employed.

. . . across providers

There has been a widespread assumption in the literature that approaches to access
and equity are independent of VET provider type. Most of the available literature
summarised by group, earlier in this report, focused on VET delivered in TAFE.

Universities have typically tended to reproduce existing socio-economic
hierarchies. TAFE, by contrast, has traditionally been an important equity
provider because it has catered for some people unable to access university. An
important equity issue associated with VET access, and one largely absent from
the literature examined, would appear to relate to fees and costs. Those with the
least capacity to pay high fees and charges will make choices among providers
based on the level of fees and charges that each applies, as well as on the nature of
the programs and support services they offer. A limited capacity to pay will
reduce the number of choices available.

Many students with the least capacity to pay high fees and charges will be from
disadvantaged groups. Therefore, without financial assistance, many
disadvantaged students will not have the same range of choices as more affluent
students.
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. . . at the diversity within groups

In general, the literature examined for each group, particularly for the Indigenous,
NESB, rural and remote and disability groups showed a lack of recognition of
geographical and cultural diversity within those groups. Analyses which consider
all non-metropolitan people as a single rural group, all NESB people as a single
cultural group and all Indigenous Australians as a single cultural group can fail to
expose real and important contrasts within and between groups, regions and
cultural sub-groups.

. . . at the flip side to disadvantage

The consideration of individual groups in the literature has generally been premised
on an assumption of disadvantage. It is useful, before looking at common themes for
these ‘disadvantaged’ groups, to consider briefly those groups which appear to be
more, rather than less advantaged in VET (Eveline 1994).

Long (1996) looked at which groups were getting access to education and training
from the ABS (1993) Survey of Education and Training. Golding (1996, 5)
concluded from these studies that ‘those more likely to access in-house training
while working are older, already educated and trained to a higher level, and are
much more likely to be involved in professional occupations, permanent, full-time
and in the public sector. Long’s analysis shows they are also more likely to be
male’. - '

Similar but more pronounced trends were apparent for external training. Golding
(1996, 5) concluded from Long’s analysis that ‘People who were Australian born,
permanent, full-time or in the public sector were all twice as likely to have
received external training as non-English speaking, casual, part-time or private
sector workers’. People in more than one of the advantaged categories are
presumably further advantaged. Taking account of widespread, recent trends
towards casual, part-time work and privatisation, the issue of advantaged access to
VET is clearly one which also applies beyond VET policy and within the domain
of industry and enterprise access and equity policy.

. .« at equity within VET public provision

Last, but not least, it is important to formally recognise that access and equity
policies and strategies already adopted by many of the public VET training
providers have had positive outcomes. In a comprehensive examination of labour
market and income consequences of participation in TAFE in particular, Long,
McKenzie and Sturman (1996, v) concluded that compared to graduates in higher
education, TAFE graduates ‘come from a broader range of social and economic
backgrounds. Only with regard to gender and its relationship to apprentice
qualifications can TAFE be termed exclusive’. In relation to the labour market
and income measures used in their report, they found ‘all socio-economic groups,
all achievement groups, both ethnic and geographic groups are equitably
represented among TAFE graduates’ (v).
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Common barriers

It is difficult to find VET literature which specifically addresses common barriers
for a range of groups. The literature which best identifies these common barriers
1s sometimes produced within equity related sections of State and National
training plans or in literature associated with the strategies for their
implementation. In this exploration of common themes in the literature, access,
participation and outcomes have been considered together, rather than separately
as in the summaries for individual groups.

. . . limiting access, participation and outcomes

This summary of common barriers is based on an elaboration of the structure of
the NSW MEYA (undated) ‘Achievement for everyone’ which identified many of
the following.

o Poverty and socio-economic status are major factors limiting access as well as
participation. While largely out of the control of education and training providers,
lack of co-ordination of assistance and support systems exacerbates disadvantage
and is inefficient in resource terms.

o Physical barriers of access to facilities apply particularly to people with physical
disabilities.

o Geographic and social isolation present significant barriers associated with
access to a narrower range of programs or additional travel, time and costs to
access services similar to those available in metropolitan areas. Limited previous
education and training experiences and fewer support options further compound
disadvantage.

o Social, racial and cultural stereotyping and attitudes that result in bias,
prejudice and discrimination in relation to gender, ethnicity and work role are
entrenched through limiting images in the media, lack of exposure to options and
experiences in school.

o Employer and employee attitudes limit expectations and opportunities of those
already in the workforce who require additional education and training to respond
to changing industry demands for skills.. In some cases this limitation is
associated with establishment by employers of unnecessary barriers to entry level
training based on communication competencies. This may also lead to NESB and
Indigenous employees perceiving that the training imposes literacy demands
which they would be unable to meet.

o Inaccessible infermation about course availability, content, entry requirements,
counselling and support options. This is often the result of information not being
presented in targeted, clear and accessible ways through appropriate media.

o Institutional barriers created by structures and systems developed by providers.
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o Transition difficulties between phases of education and training are often related
to lack of prior education and training and institutional inflexibility in relation to
entry points and pathways to accredited courses. While RPL processes may help,
implementation practices may be inappropriate to effectively meet the needs of
the target groups. Poor links between schools and VET and between VET and
work exacerbate these difficulties.

In addition to the above barriers, noted by NSW MEYA (undated), the following
are also commonly referred to in the literature examined.

o Program inflexibility including lack of flexibility in timetabling, delivery modes
and resources. This particularly disadvantages people with family and work
responsibilities, people with disabilities and people living in rural and remote
locations.

o Program irrelevance to target group members is often associated with a lack of

+ target group input (from clients, community and advocates) to decision making,
program planning, development and delivery

» acknowledgment of cultural diversity in program content

+ gender and cultural equity in competency standards development

» recognition of specific client or group needs in selection of modes of delivery.

o Lack of a culturally appropriate, inclusive and supportive learning
environment is often associated with an absence of

+ atarget group ‘critical mass'

» mechanisms which prevent and deal with gender/cultural harassment

+ appropriate support mechanisms

+ professional development for teaching staff aimed at raising awareness and
understanding of the special needs of specific target groups

+ sharing of models of good practice and resources between different bodies and
agencies.

. recognition that VET is a cultural activity

o [Fees and charges exclude groups with low disposable income, making payment a
key barrier, particularly in commercial providers (Barnett 1995, xi).
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Strategies and policies

. addressing barriers to access participation and
outcomes

This summary has been compiled through an analysis of the individual target
group summaries and from the NSW MEYA (undated) ‘Achievement for
everyone' and NBEET (1994a) which identified the following.

o creating an equitable training market by

°

embracing equity as a goal by all players in the VET system, including private
providers

ensuring equitable participation in VET sector decision making by
representatives of all equity target groups

motivating providers to address access and equity issues

setting targets for particular groups, with specific strategies, action plans and
performance agreements based on consistent definitions

establishing outcomes monitoring processes which recognise client diversity
and that a set of successful outcomes rather than a single outcome may be
appropriate for different groups

recognising preparatory support costs (associated with recruiting, selecting and
making ready) as separate and different from continuing support costs
recognising that additional costs are required to support students with
overlapping membership of target groups and that diverse student bodies are
likely to require wider, generic student services

adequately resourcing preparatory support which may apply particularly for
some groups (eg rural and isolated) and continuing support, which applies to
other groups (eg people with a disability)

monitoring to ensure equitable access to resources, applying the principle of
differential resourcing to meet specific needs.

¢ encouraging and recruiting target group members by

.

advertising in ways that appeal to members of each target group

using promotional materials that focus on appropriate role models

using relevant media channels

appropriate resourcing of careers educators

involving ITABs, Group Training companies, industry associations and unions
to promote employment and training of target group members to employers
improving links between schools and VET and between VET and work.

o facilitating program entry through

°

developing appropriate entry points and articulated pathways into accredited
courses

providing clear and accurate information about the nature and requirements of
courses

providing course counselling which is free of bias

developing and implementing appropriate RPL processes
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. adopting flexible timetabling and appropriate modes of delivery
« establishing community based/local study centres especially for rural and
remote clients. '

o ensuring program relevance through

+ providing information, support, training and resources for those responsible for
development and implementation

. ensuring gender and cultural equity in competency standards development
through equitable representation in the development process and use of
appropriate methods of analysis and language

+ monitoring and evaluation of curriculum development processes to ensure
inclusive curriculum and integration of RPL

» where necessary, designing content specifically for a target group

. recognising language and literacy development as essential to successful
participation and integrating literacy and numeracy training into VET courses
where necessary

. involving target group community members in developing and delivering
programs.

e developing program flexibility through

. 1mplementing appropriate flexible delivery incorporating adequate learner
support, on-campus back-up and staff training

. offering a range of assessment strategies that are fair and negotiable

. building flexible, diverse structures and arrangements within and between
institutions.

¢ enhancing the learning environment through

« acknowledging that VET is a cultural activity

. recognising student membership of one or more target groups while
acknowledging the potential for diversity within a group

. employing training personnel who will contribute to the creation of an
organisation which is as internally diverse as the clients it serves

. providing professional development to assist all training provider personnel to
recognise, understand and reduce barriers

. facilitating achievement of a 'critical mass' of target group participants

« developing a climate free of any sort of harassment

. identifying equity responsibility and providing generic and specialist support
services with the capacity for early intervention

. recognising family responsibilities including provision of accessible and
appropriate child care

. recognising that effort, cost and training expended in facilitating program entry
and participation for individuals in a particular group has ongoing benefits for
future clients.
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REPORT SUMMARIES
WOMEN

Women’s Participation In Non-Traditional Vocational Training

Publication Details -

Vocational Education, Employment and Training Women’s Taskforce, 1994, Women's
Participation In Non-Traditional Vocational Training, DEET, Canberra.

Synopsis

This report is part of the Women in Entry-Level Training Project. It identifies strategies to
assist Australian Vocational Certificate Pilot Projects to recruit and retain women in new
vocational training pathways where women have been under represented in the past.

Does the report have an implementation/program or research/policy focus?

This report has an implementation/program focus. Its purpose is to assist personnel involved
in the Australian Vocational Certificate Pilot Projects to increase participation of women in
non-traditional entry level training positions.

. Key concerns of the report

Key personnel involved in some of the work-based Australian Vocational Certificate (AVC)
Pilot Projects were interviewed to identify steps they were taking to attract and recruit women
into vocational training areas where women had been poorly represented in the past.

It became apparent during the course of the interviews, that in general, personnel involved in
the AVC pilot projects lacked knowledge and experience of the systemic barriers restricting
women’s access to employment and training. Thus it was often difficult to develop
appropriate initiatives which would effectively address issues related to women’s
participation, especially in the time frame of the AVC projects.

The report mentions that although lack of knowledge and experience does not necessarily
reflect a lack of commitment to involving women in the AVC projects, it does, however, limit
the success of the projects in developing measures to meet their equity objectives. A number
of organisations interviewed, expressed frustration about the low numbers of women
expressing interest in the AVC Pilot Projects. This suggested a need for a shift in focus from
interviewing personnel involved in AVC Pilot Projects about the steps they were taking to
attract and recruit women, to an emphasis on assisting AVC Pilot Projects to develop
strategies that would enable them to better meet their equity objectives.

Key findings/recommendations
The report recommends that the following strategies be adopted by Australian Vocational

Certificate Projects relevant to occupations where women have been under represented in the
past.
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They include:

o Advertising in ways that appeal directly to women;

o Developing promotional materials that include examples of women participating in the
occupations pertinent to Australian Vocational Certificate projects;

o Organising promotional activities that include female trainees or women working in the
industries or occupations relevant to Australian Vocational Certificate projects;

o Retaining female trainees;

o Training for all staff involved in the Australian Vocational Certificate projects;

o Gender inclusive teaching;

o Gender inclusive curriculum;

o Supporting female trainees in occupations where there are still few women employees;

o Achieving a ‘critical mass’ of female participants;

o Including affirmative action and equal opportunity in industrial relations modules;

o Monitoring and evaluating strategies that seek to increase women’s participation.

The report stresses that these strategies on their own will not necessarily contribute to a
change in women’s employment patterns. Other ingredients for change include:

o A commitment from management to develop and implement these strategies; and
o The involvement in this process, of personnel with experience and knowledge of the
systemic barriers that affect women’s access to employment and training.

The report provides an example of a situation where assistance was given from an outside
agency to an AVC Pilot Program to implement some of the recommendations. The Victorian
Electrical and Electronic Industry Training Board, despite a commitment from the Board and
the major employer (Electrical and Electronic Group Training) to recruit women, initially
experienced a disappointing number of enquiries from prospective female trainees in their
AVC Pilot Project. The organisation Affirmative Action in Training Inc. (AAIT Inc.) assisted
in the development of strategies which led to a better response from women. These included
advertisements specifically inviting women to apply (AAIT Inc. has an exemption to
advertise for ‘women only’ under the Equal Opportunity Act, 1984), and a feature article in a
major newspaper about women in non-traditional occupations. It also included the use of
established networks in TAFE, secondary colleges and CES offices to inform women about
the AVC Pilot Project, joint presentations to schools encouraging women to apply, careers
counselling for women who expressed interest in the AVC Pilot Project. The Project
Manager of the Victorian Electrical and Electronic Industry Training Board was interviewed
by the media where he particularly encouraged women to apply.

The report provides clear, achievable strategies for implementation to improve women’s
participation in ‘non-traditional’ vocational training.

Women and TAFE: A National Plan of Action

Publication Details

Vocational Education and Training Division, Department of Education, Employment and
Training, 1991, Women and TAFE: A National Plan of Action, DEET, Canberra.
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Synopsis

The TAFE systems are the largest providers of vocational education and training in Australia.
In 1989 women students comprised 57% of the total enrolments in TAFE, but were
concentrated in a narrow range of courses, mostly non-accredited. The aim of Women and
TAFE: A National Plan of Action is to improve education, training and skills formation
opportunities and outcomes for women. It recognises that in order for women to have equal
access to, and participation in, TAFE, systematic affirmative action is needed.

The National Plan includes six objectives which set priorities for action. They are:

o Improve paths of entry for all women into accredited TAFE courses;

o Improve women’s successful participation in vocational training;

o Improve the TAFE learning environment and physical environment for women;

o Improve support services for women;

o Ensure that women benefit equally from training for industry and award restructuring;
o Increase the participation of women in TAFE decision-making.

National targets were established for each of the objectives. The document provides
background information under each of the objectives and includes examples of initiatives which
have already been implemented. The National Plan was evaluated in 1994,

Does the report have an implementation/program or research/policy focus?

Women and TAFE: A National Plan of Action has an implementation focus. Its aim is to
improve education, training and skills formation opportunities and outcomes for women. The
introductory comments in this document refer to the gender segmented nature of the Australian
workforce. There is an acknowledgement that TAFE has a role to play in reducing this gender
segmentation.

Key concerns of the report

The TAFE system is fundamental to improving women’s education and training opportunities
(and job and career options), as the TAFE systems are the largest providers of vocational
education and training in Australia. At the time of writing, women students comprised 57% of
the total enrolments in TAFE (1989), but were concentrated in a narrow range of courses,
mostly non-accredited. The history of apprenticeship and trade training in TAFE colleges has
traditionally excluded women. The resulting TAFE environment is one which is not yet
inclusive of women.

The Action Plan is a cooperative approach between Commonwealth and State ministers to
establish a framework for a national core training curriculum and accredited system, in order to
be able to be more responsive to Australia’s training needs via closer links with industry.

Key findings/recommendations

The National Plan has six objectives. At the time of writing, national targets were established
for each of the objectives.

o Improve paths of entry for all women into accredited TAFE courses;
o Improve women’s successful participation in vocational training;
o Improve the TAFE learning environment and physical environment for women;

l{lC o Improve support services for women;
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o  Ensure that women benefit equally from training for industry and award restructuring;
» Increase the participation of women in TAFE decision-making.

National projects were also established to support the six objectives.

The Plan includes numerous examples of strategies which had already been implemented in the
various States and Territories.

Performance indicators focused on comparing the situation of women to men, as the National
Plan aimed to alter the unequal balance between women and men. They were:

o Students - the ratio of women to men in accredited TAFE courses;

- Resources - the proportion of resources allocated to mainly male (60%+), and mainly
female, study areas;

o Staff - the ratio of women to men who are:

. employed in management in TAFE;
. ondecision-making bodies in TAFE;
. 1in all staff development activities.

The Women’s Standing Committee of VEETAC (The Vocational Education Employment and
Training Advisory Committee) was responsible for monitoring the progress made in

implementing the Action Plan, recommending changes during the process of implementation,
and producing an annual report to the Ministerial Council in March each year which included:

o Progress toward the targets nationally, as measured by the performance indicators;

o  Reports from the Commonwealth and each State and Territory system on progress and
achievements;

- Complementary activity by other agencies;

o Progress on the national projects;

»  New approaches, targets and performance indicators resulting from the national projects, or
the data base.

The Action Plan identified the following areas for action:

In order to enable women to participate across the range of TAFE provision, there was a need to
ensure action in relation to the following:

o All curriculum, teaching methodologies and materials are gender inclusive;

o Course counselling is free of gender based assumptions;

o Appropriate responses to the education and training needs of all women from particularly
disadvantaged groups are developed;

o There is flexible timetabling and delivery models available to women;

o Women are actively encouraged to study in areas where they are under represented and are
provided with appropriate support services and role models;

o Mechanisms are put into place to prevent sex based harassment and deal with grievances;

o There is access to adequate and appropriate child care;

o There is provision of appropriate entry points for women and articulated pathways into
accredited courses;

o Women are not disadvantaged through the resource allocation process, fees imposition or by
TAFE’s response to changing training markets and technological innovation;

o Women participate equitably in the decision making process at all levels of TAFE
operations;
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o Women’s prior learning is formally acknowledged and due credit given.

The national projects established to support the six objectives of the National Plan and funded
for 1991 were:

o Recognition of Prior Learning;

o Aboriginal Women’s Needs;

o Women of Non-English Speaking Background;

o Women with Disabilities;

o Monitoring the Impact of Change;

o  Marketing Strategy;

- Prompting an Environment Free of Sexual Harassment of Women in TAFE;
o Skills of TAFE Teachers in Teaching Women;

o Gender and Curriculum.

The report entitled WAVE: Women and Vocational Education: An Evaluation of the National
Plan of Action Women and TAFE (Onkaparinga Institute of TAFE, S.A., 1994) evaluated the
success of the National Plan; however, this report has been extremely difficult to obtain).

Recognition Of Prior Learning: Implications For Women

Publication Details

Davis, S. 1992, Recognition and Assessment Centre, Broadmeadows College of TAFE,
Recognition Of Prior Learning: Implications For Women, A National Project of Women and
TAFE: A National Plan of Action, DEET, Canberra.

Synopsis

The Recognition of Prior Learning: Implications for Women report examines the implications
of the recognition of prior learning (RPL) model of assessment for women’s access to training,
and acknowledgement of skills. It identifies and recommends a national approach to the
implementation of RPL, so that women are able to access training for the purpose of gaining
credentials and improving career paths. Research to determine factors influencing the RPL
process completed in the course of the project included interviews with three groups of women,
those who had applied for RPL and completed the process, those who had applied for, and not
completed, the RPL process, and those who had not applied for RPL. In addition to the national
recommendations, information on specific implications of the RPL model of assessment for
women are included. The report argues that the concept of RPL has generated strong interest
from various groups, including industry and training providers and, in order to ensure the
successful implementation of RPL nationally, and equitable outcomes for women, further
research needs to be undertaken and additional resources allocated.

RPL was defined as ‘the acknowledgement of skills and knowledge obtained through formal
training (industry and education), work experience and/or life experience no matter where ...
attained... .The main focus of RPL was what has been learnt, not how it has been learnt’.

Does the report have an implementation/program or research/policy focus?

This report has an implementation/program focus, substantiated by the findings of the research
completed in the course of the project.
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Key concerns of the report
The aims of the project were to:

o Identify and recommend a national approach to the implementation of the Recognition of
Prior Learning for women;

o Identify the implications of RPL on women’s access to training;

o Identify a methodology for the assessment of traditional female skills and the relevance of
their recognition in vocational education in two fields of study - Child Care-and
Business/Secretarial Studies;

o Document a strategy for RPL which can be implemented in TAFE colleges;

« Report on issues pertinent to equity issues and the recognition and acquisition of skills
formation necessary for credentialled training.

A national survey and structured small group discussions conducted as part of the research for
the project highlighted a number of significant issues, including:

o There is a strong demand from both women students and staff in TAFE colleges for the
implementation of RPL;

o RPL can significantly reduce study time for women, which may improve access to training;

o The interview/discussion needs to be conducted in a supportive, encouraging and interactive
way, to enhance women’s ability to identify skills;

o Women often undersell and undervalue their skills and need support and encouragement in
the RPL process; some women experience difficulty in interpreting the term ‘life
experience’ and relating this to learning outcomes;

o RPL implementation must be adequately resourced and supported by staff training and
college policy taking into consideration issues pertinent to womnien;

o Research indicates that the RPL process requires a certain level of competency in the
English language and knowledge of the educational system, therefore the use of plain
English is an important factor to ensure women’s equitable access to the RPL process;

» Current implementation practices requiring students to enrol in a course prior to applying for
RPL may pose a barrier for women applicants;

o There may be varying standards of assessment among RPL assessors which can
disadvantage women;

o  Curriculum development should encompass competency-based training principles and
should be gender inclusive, including RPL.

Key findings/recommendations
Thirteen national recommendations were made:

« The RPL Model of Assessment as described in the report is an appropriate mechanism for
recognition of women’s skills on a national level in both the industry and education sectors,
particularly in the areas of Child Care and Secretarial Studies where women have a high
profile;

« As the RPL model is based on principles which have formed the foundation for the policy
on recognition developed by the VEETAC Working Party on Recognition, implementation
guidelines on RPL in each State/Territory should incorporate general and specific issues,
relevant to women;

» The implementation of RPL nationally should be based on agreed targets and timelines.
VEETAC should recommend a realistic target for a percentage of adult TAFE entrants to
receive credit as a result of RPL;
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o In the implementation of RPL and implications for women, TAFE providers on a national
level should establish a network for the sharing of documents and distribution of resources
and documenting of best practices in RPL;

« Further research should be undertaken in the area of RPL resource development, aimed at
the following groups:

. TAFE support staff and administration;

. Potential RPL applicants;

. RPL assessors and course experts to ensure that women applicants have adequate
support mechanisms throughout the RPL process.

o The RPL model of assessment should be used to actively encourage women on a national
basis to access training for the purpose of gaining credentials and improving career paths;

 The importance of trained assessors should be recognised and the training should prepare
them for their role in assisting women applicants translate informally acquired skills to
professional settings;

. RPL assessors should be trained in cross-cultural awareness, sensitivity to the special needs
of women and in drawing out skills of female applicants;

« Resources should be developed to assist in the implementation of RPL so that information is
available in plain English and major community languages to minimise language barriers to
potential applicants, including non-English speaking background women;

o Women and TAFE: A National Plan of Action should undertake to publicise nationally,
information on RPL and its potential benefits for women in gaining skills recognition for
access to further training and career advancement. This information should be made
available in education, community and industry settings;

« Longitudinal research should be undertaken to assess the long-term effect of RPL on
women’s career and training prospects;

. The VEETAC Competency Based Training Working Party should be informed that
curriculum relevant to traditional female areas of study must be rewritten into competency
based training terms;

» The gender inclusive curriculum guidelines developed as a national project by National Plan
of Action for Women in TAFE should take into account the special issues affecting women
and the implementation of RPL.

The report also recommends concrete strategies concerning the implementation of RPL in
TAFE colleges on a national basis. These relate to:

 Information prior to RPL application;

» Support available for making the application;
o The application form;

» Gathering support evidence;

« Support person;

o The RPL interview;

» General.

The report states that the Victorian RPL Model of Assessment has been implemented nationally,
TAFE teachers and other educators have been informed/trained in the Victorian RPL processes
and case studies using these procedures have been completed in each State and Territory.

A critical factor in the selection of the Victorian RPL model of assessment was the inclusion in
the model of life skills and unpaid work. It also had clearly defined principles and a process,
together with a nationally implemented training program. The report claims that although there
are other RPL models of assessment, the Victorian model is the only one which has been
implemented nationally.
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The Effects Of Fees/Costs/Charges Of The Participation Of Women In Post-
Compulsory Education And Training

Publication Details
Women’s Bureau, DEET, 1993, The Effects Of Fees/Costs/Charges on the Participation of
Women in Post-Compulsory Education and Training, AGPS, Canberra.

Synopsis

‘The main focus of this report was to identify the extent of the various kinds of
fees/costs/charges in post-compulsory education and training and their impact on women’s
access to training in the TAFE and higher education sectors and training offered by private
providers. Four basic areas of post-compulsory education and training were identified in order
to establish what fees/costs/charges are levied against students: the higher education sector, the
TAFE sector, privately provided training, and work-based training and retraining.

The report documents what the authors believe to be substantial gender biases in some of the
structural features of the post-compulsory education and training system in Australia. They
included: the blatantly different treatment of apprentices (mainly males) and trainees (mainly
females); the flat rate of HECS across all courses; and the pitching of privately-provided courses
towards female clients, with the possible redirection of public resources towards ‘male’ courses.

Does the report have an implementation/program or research/policy focus?
The report has a research/policy focus.

Key concerns of the report

The terms of reference were:

o To provide an overview of the range of fees/costs/charges which apply in post-compulsory
education and training by sector;

- To report on any measured effects of such fees/costs/charges on the participation of women;

o To identify any new areas of training which may be adversely affected by imposition of fees,
etc.;

o To identify emerging policy issues which Women’s Education, Employment and Training
Advisory Group (WEETAG) should address in the context of the review of Entry Level
Training and the Austudy Review.

The report is structured largely according to the terms of reference and identifies what the
authors believe to be substantial gender biases in some of the structural features of the post-
compulsory education and training system in Australia. They include:

o The blatantly different treatment of apprentices (mainly males) and trainees (mainly
females);

o The flat rate of HECS across all courses;

o The pitching of privately-provided courses towards female clients, with the possible
redirection of public resources towards ‘male’ courses.
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Key findings/recommendations

Note: Recommendations were not included in the report A summary of the findings is set out
below:

o  Fees/costs/charges in the TAFE sector are complicated and vary between States/Territories,
colleges, streams and courses. It was not possible, however, to provide a complete or even
partial audit of the fees/costs/charges imposed in the TAFE sector. Something that is clear
is that the extent of fees/costs/charges in TAFE is escalating. TAFE fees are mainly levied
up-front, on a semester basis (which may be relevant to the potential impact on
participation);

o The fees/costs/charges levied by private training providers are considerable, and in some
cases are twice the equivalent TAFE fees. Much of the privately provided training appears
to be unashamedly pitched at female clients, particularly recent school leavers;

o The area of work-based training and retraining is a murky one. There is a stark contrast
between the principle of (mainly male) apprentices being paid for the time spent off work
undertaking training, and the explicit discounting of (mainly female) trainees’ wages for the
time spent off-site undertaking training; ,

o Paid study leave is uncommon (one fifth of workers undertook an education qualification in
1988) however, the proportion of apprentices receiving employer support was 75 per cent. It
appears that most of the new training which is the result of award restructuring is undertaken
at the employees’ expense;

o The authors note that the work of Power and Robertson (1988) shows that the Higher
Education Administration Charge (HEAC) had a disproportionate impact on female part-
time and external students, especially mature-age women;

o When considering the age-earnings profiles of qualified individuals, the returns are
reasonably high when taking into account that wages are paid to those undertaking trades
training. For those undertaking non-trades training, the majority of whom are female, the
investment impact of higher fees/costs/charges is likely to be greater;

o The sociological and psychological impacts of new or higher fees/costs/charges is also
important to consider. For many females, command over family/household resources may
be an issue, or females may have a higher aversion to risk than males. Some women may
fear that there may be further escalations of fees/costs/charges likely during the course of
their studies.

The report stresses that it is important that a close watching brief be maintained on the effects of
fees/costs/charges on the overall participation of women in post-compulsory education and
training. It recommends that this be maintained on two specific areas:

o The area of privately provided training courses, where much of the marketing appears to be
pitched at women. The authors suggest that one future scenario may be that in the face of
ongoing excess demand for training places, females may be forced to take up places in the
expensive privately-provided system, and limited public funds will be directed to
maintaining or increasing places in training courses more popular with males;

o The area of the structured entry level training system, which includes some of the more
controversial recommendations of the Carmichael Report, which integrates apprenticeships
and traineeships and imposes the concept of a trainee wage to all entry-level training. The
authors question whether it is credible that some of the protection accorded to apprentices
will be dismantled, especially since apprentices largely work in industrially strong areas. A
watching brief needs to be kept on the women’s access to entry-level training, especially in
the non-traditional areas, and that structured training be extended to predominantly female
occupations.
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Some other tentative findings from the report include:

o The earnings advantage of TAFE training appears to be lower than that of higher education;

o The earnings advantage of trades training is higher than that of non-trades training;

o The return to trades training may be quite large if account is taken of the wages eamned while
training;

o The return to traineeship training, however, will not nearly be so large because of the
explicit discounting of salaries while training;

o Access for lump sums within households is an issue within the TAFE sector where up-front
fees or their equivalent are charged;

»  What little evidence that exists points to some price-sensitivity in the demand for TAFE
training, particularly at higher levels of fees/costs/charges and among those not receiving
exemptions.

Women in Entry Level Training: Policy Review of the 1987 Report Women in
Apprenticeship

Publication Details

DEET, 1991, Women in Entry Level Training: Policy Review of the 1987 Report Women in
Apprenticeship, AGPS, Canberra.

Synopsis

Women in Entry Level Training: Policy Review of the 1987 Report Women in Apprenticeship
is a review of the 1986 Women in Apprenticeship report. Its aim was to establish whether the
strategic approaches and recommendations of the Report were still relevant.

The priority areas of need were identified as: improving women’s awareness of the trades;
encouraging women to apply for positions as entry-level trainees; removing barriers faced by
women seeking to undertake trade-based pre-employment courses or to structured entry-level
training; removing structural and institutional barriers to women’s entry to the trades;
increasing the number of women in structured entry-level training where Commonwealth and -
State Governments have the capacity to do so; increasing the representation of women in the
institutional decision-making process; and instituting measures to monitor and evaluate
progress.

The report makes a total of twenty six recommendations, many of which are amendments of
the original recommendations made in the Women in Apprenticeship report. A number of
issues requiring further investigation were also identified and the need for a national
comprehensive strategy was stressed. The Overview of the report also includes a number of
possible strategies to increase the proportion of women in non-traditional trades under each of
the priority areas of need.

Does the report have an implementation/program or research/policy focus?

The report has a policy review/implementation focus. In 1989, when the Women in
Apprenticeship report was three years old, the annual meeting of the Commonwealth/State
Training Advisory Committee (COSTAC) agreed to review the policy to establish whether
the strategic approaches and recommendations of the Report were still relevant.
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Key concerns of the report

The priority areas of need were identified as:

Improving women’s awareness of the trades;

Encouraging women to apply for positions as entry-level trainees;

Removing barriers faced by women seeking to undertake trade-based pre-employment
courses or to structured entry-level training;

Removing structural and institutional barriers to women’s entry to the trades;

Increasing the number of women in structured entry-level training where Commonwealth
and State Governments have the capacity to do so;

Increasing the representation of women in the institutional decision-making process;
Instituting measures to monitor and evaluate progress.

Key findings/recommendations

1.

The national policy statement relating to women in structured entry-level training should
be adopted. This statement specifies underlying principles, objectives and priority areas of
need.

Government should develop strategies involving direct approaches to industry to recruit
and train female entry-level trainees, giving consideration to possible innovative uses of
existing Commonwealth and State structured entry-level training support programs,
including the Innovative Training Program. This strategy should also involve approaches
to the relevant unions and also employer bodies and Industry Training Boards seeking
their active support.

Given the importance of attitudinal factors in encouraging women into the trades,
promotional activities, marketing and professional development should be undertaken as a
primary means of addressing this problem. Girls should be given opportunities to
undertake supportive non-traditional work experience. -

In the light of the positive results achieved to date with the ‘Tradeswomen on the Move’
(TWOM) projects conducted by a number of States and Territories, this program should
be maintained to promote non-traditional trades to young women, in primary and
secondary schools as well as elsewhere. This program has been a good pilot. It should
now be pursued as a full program. All States and Territories should consider mounting
initiatives of this nature and develop long-term strategies to incorporate TWOM into other
strategies. It is recommended that the guidelines be made more flexible to allow for new
and innovative approaches to be incorporated into TWOM, such as the Work Experience
Program in South Australia.

Given the present economic imperative to utilise fully all of Australia’s pool of human
talent, the high level of government funding provided to Group Training Schemes (GTS)
and the advantageous position of GTS with respect to employment of female entry-level
trainees, it is recommended that:

. Employment of female entry-level trainees in non-traditional trades remain a primary
objective of GTS;

»  Operational guidelines which outline strategies aimed at achieving the objective be
developed by GTS;
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. The establishment of a process to monitor the achievement of this objective be
successful achievement of this objective (and that this) be a criterion for continued
Government funding of GTS;

. There should be better linkages of GTS with preparatory courses for women;

. Group Training Companies’ management should have access to, and be encouraged to
participate in, professional development activities specifically relevant to the
recruitment, selection and retention of women in structured entry-level training,
including the production of a kit to assist staff of Group Schemes acquire the skills
needed in the selection process.

The Working Party on Entry-Level Training should be consulted by the Working Party
currently carrying out the review of Group Schemes. Further, it is recommended that
VEETAC ask the Working Party reviewing GTS to consider these recommendations in
framing its report.

6. In light of the successes achieved in some States, it is recommended that:

. Successful initiatives which use Trade-Based Pre-Employment (TBPE), including
preparatory courses, as a way of increasing the access of women to non-traditional
trades be examined, with a view to extending these initiatives to other States when
possible;

. The implications of the removal of Commonwealth funding for TBPE training,
except for preparatory courses for women, be examined in the light of the
importance of this form of training in increasing the access for women to non-
traditional trades.

7. In recognition of the positive contribution made by registers of women in non-
traditional occupations, which perform an important function integral to the support of
women in non-traditional trades, governments should work to establish permanent
registers in the States and Territories. Information about the Registers should be
included in the VEETAC publication Essential Features of Australian Training
Systems.

8. While it is recognised that much work has been done in relation to restrictive
provisions in Federal and State Awards, significant barriers still exist. The issue can
only be addressed by pressing the matter with the parties to Awards, with the support
of the CAI and ACTU. The issue should be raised at the National Labour Consultative
Committee to investigate that further action is required. Governments should take
action where possible to progress the issue with these bodies.

9. The CES should increase its efforts to encourage women into non-traditional trades,
and give particular attention to developing innovative approaches. All CES staff
should receive training in relation to the recruitment of women into non-traditional
trades and all staff should go through an Induction Training Program (ITP). DEET,
through the CES, should continue to develop target setting processes for women in
non-traditional trades.

10.  The States and the Commonwealth should base the development of individual
strategies on the Framework of Possible Strategies. State and Territory Governments
should develop implementation strategies to complement these recommendations
which list the persons or organisations responsible, the resources required and
timelines for implementation, and should be required to report to the relevant body on

E MC an annual basis.
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11.

12.

13.

14.

15.

16.

17.

Where possible and appropriate, targets should be incorporated into initiatives
developed and implemented at Commonwealth and State/Territory levels. This
approach requires analysis of current levels of female representation, forward
estimates of achievable goals and regular reporting back on program outcomes.

VEETAC should be responsible for the on-going co-ordination of activities in relation
to the implementation of the Recommendations of this Report and should monitor
progress on Commonwealth and State/Territory strategies by a system of annual
reporting. There should be annual reporting through VEETAC to MOVEET by a
Standing VEETAC Committee of Review of the Participation of Women in Entry-
Level Training.

As appropriate, VEETAC should provide assistance to, or seek assistance from,
Commonwealth and State/Territory agencies involved in women’s issues in order to
increase the number of women in non-traditional entry-level training. Liaison between
VEETAC and such agencies should be maintained.

Two innovative training projects should be funded by DEET. The first would be a
study of a group of girls who did/did not enter structured entry-level training and their
reasons for doing so, and an associated study of employers. The second would be an
action research project to document the problems/barriers to women’s participation in
entry-level training and to work with employers on strategies for removing them. The
further comprehensive review proposed in Recommendation 15 could draw upon this
work.

That VEETAC support the establishment of a comprehensive review of the current
and emerging issues affecting the participation of women in non-traditional entry-
level training programs including, but not being restricted to, apprenticeship training.
Strategies should be designed to achieve improvements in this area and should
reference the responsible body, the time frames and the necessary resources. Issues
raised in Section 4 of the Report should be addressed. In particular, there is a need for
attention to be given to the demand side of the equation and for the identification of
good employer practice. If significant progress is to be made in the participation of
women in non-traditional entry-level training, careful monitoring and evaluation of
strategies must be undertaken.

Ministers for Education and Training should be requested to develop strategies in
recognition of the need for women to develop career options including the non-
traditional trades. Such strategies should include professional development activities
and initial education and training of Guidance Officers, Career Counsellors, TAFE
training advisers and TAFE, primary and secondary teachers.

Decision-making bodies in the vocational training area, including Industry Training
Boards, should be encouraged to include and increase female representation. The
Commonwealth, as the funding body, should require Industry Training bodies to
develop and implement equity and access strategies.
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18.

19.

20.

21..

22.

23.

24.

25.

26.

(i) Education authorities should ensure that all new developments in school-based
vocational programs recognise the need to encourage young women to participate and
have specific strategies in place to ensure this; (i1) Employers and unions should
participate in the development of initiatives at all levels of schooling and should be
encouraged to develop equity and access principles. A number of such initiatives have
been developed by Government, unions and employers in order to maximise credits in
relation to subsequent training. Where appropriate, these should be used as models.

Educational authorities should investigate the possibility of registers of employers
who are prepared to provide work experience programs for girls, on a regional basis.
(The ACT already has such a register and New South Wales is in the process of
establishing one).

Apprenticeship and traineeship systems should continue to be integrated to form a
unified structured entry-level training system.

States and Territories should co-operate through VEETAC in developing an improved
database in the structured entry-level training area which can be disaggregated by
gender and which would assist in monitoring the impact of the changing
demographics on women’s employment and training needs.

In any redistribution of DEET/State/Territory funding for training, consideration
should be given to its effect on equitable participation in structured entry-level
training.

All existing (and any future) training advisers within State Training Authorities should
be trained in equity principles. Strategies for establishing and resourcing other support
structures, related to women'’s participation in training, especially entry-level training,

should also be maintained and further developed.

That VEETAC support the establishment of a small working group to prepare an
implementation plan for the Recommendations of the Report on Women in
Apprenticeship. This working group will present the implementation strategy to
MOVEET for endorsement at its first meeting in 1991. Membership of the
implementation working group should be drawn from the COSTAC Working Party on
Women in Apprenticeship and should include the following:

. Commonwealth;

. State/Territory;

. Employer;

+  Union.

VEETAC should publish the Recommendations, National Policy Statement and
Strategies in this Report as a separate document for wide circulation, subject to the
approval of the relevant Ministers.

That VEETAC recommend to the Ministers of Vocational Education, Employment
and Training that they support and endorse this Report and its Recommendations.

The VEETAC Women’s Standing Committee established a working group to oversee the
implementation of the Report.



The report states that throughout the meetings of the VEETAC Women’s Standing
Committee Working Party, a range of issues affecting the participation of women in
apprenticeship was addressed. Many of those issues had emerged in recent years and, in some
instances, were outside the recommendations of the 1987 Report. A number of
recommendations was made which referred to these issues and included the involvement of
Ministers for Education and Training, educational authorities, decision-making bodies in the
vocational training area such as Industry Training Boards, employers and unions, and,
training advisers within State Training Authorities. These recommendations are included on
pages 17-18 of the full report.

The Overview of the report also includes a number of possible strategies to increase the
proportion of women in non-traditional trades under each of the Priority Areas of Need